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Abstract 
The culture of high school is increasingly dominated by grades, pressure to get 
into an elite college, and meeting personal expectations as well as those of parents, 
teachers, and peers.  This quantitative action research study examines the relationship 
between demographic variables, such as gender, grade level, and course load, and the 
constructs of high school student perceived level of stress, sources of stress, and attitudes 
about academic integrity.  In addition, the present study creates a model that explains 
how these variables predict the frequency students use academically dishonest behaviors.  
The study used archival data from a district sponsored survey.  Results from this study 
indicate gender and grade level were significant predictors of students’ perceived stress, 
academic stress, and social stress, with course load as a significant predictor of academic 
stress.  Gender and course load were significant predictors of students’ attitudes about 
academic integrity behaviors. Course load, social stress, and acceptability were 
significant predictors of the frequency students used academically dishonest behaviors.  
As a result of this study, school districts should examine current homework, grading, and 
assessment practices in an effort to mitigate student stress.  In addition, schools should 
consider the introduction of honor codes and/or rigorous education about academic 
integrity in order to create a culture to integrity and clearly educate students on what is 
and is not academically acceptable behavior. 
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Chapter 1: Introduction 
Stress related disorders, such as depression and anxiety, are on the rise among 
adolescents (McNamara, 2000).  A correlation exists between the rise of stress related 
disorders in adolescents, and the increase in potentially harmful behaviors such as 
suicide, substance abuse, and eating disorders (McNamara, 2000).  Students in high 
achieving high schools are reporting higher levels of stress and related unhealthy 
behaviors (Fled & Schusterman, 2015).  From the student’s perspective, teachers, parents, 
and their peers all contribute to the highly competitive environments that foster increased 
academic stress (Galloway & Connor, 2015).  The constant pressure to perform well in 
these environments has contributed to increased stress and anxiety among adolescents 
(Leone, Ray, & Evans, 2013).  As competition has continued to rise among high-
achieving students, they see less utility in classroom instruction and place greater 
emphasis on achievement and credentialing; reinforcing student reliance on maladaptive 
behaviors, such as academic dishonesty, to stay on top (Galloway, 2012). 
Academic institutions have historically struggled with combating academic 
dishonesty, both in public K-12 schools and post-secondary institutions.  According to a 
Center for Academic Integrity (2016) survey of 74,000 high school students, 64% of high 
school students admitted to academic dishonesty on a test, 58 % admitted to plagiarism, 
and 95 % reported participation in some form of academic dishonesty.  Galloway’s 
(2012) research in highly competitive environments, found that the overwhelming reason 
students engaged in academic dishonesty centered on the value schools and communities 
 2 
placed on academic achievement and credentialing rather than learning and development. 
In addition, Geddes (2011) stated that students reported grade point average (GPA) and 
the demands of a heavy workload as the most common factors contributing to academic 
dishonesty.  Geddes (2011) concluded that significant personal pressure to succeed, 
paired with an aggressive and rigorous course load produced an environment susceptible 
to academic dishonesty.   
Much of the current research focuses on academic dishonesty among students in 
highly-competitive environments.  Galloway (2012) suggests additional research of 
academic dishonesty with a more diverse sample of schools would add to the body of 
knowledge in this area.  It is important for school officials to understand how the unique 
characteristics of schools and their communities can have an impact on high school 
student use of academically dishonesty behaviors.   
Problem Statement 
Despite efforts by schools to create a safe and supportive environment, stress and 
anxiety among students continues to be a problem (Munsey, 2010).  The increased level 
of stress among students leads to an environment with increased academic dishonest 
behaviors (Demerath, Lynch, Milner, Peters, & Davidson, 2010).  Factors contributing to 
the problem are a culture dominated by grades, pressures to get into an elite college, and 
the pressure to meet the expectations of self, peers, and parents (Demerath et al., 2010; 
Galloway & Conner, 2015).  Students’ stress and their academic integrity behaviors have 
been studied in a variety of advantaged communities (Demerath et al., 2010; Galloway, 
2012;  Geddes, 2011; Suldo & Shaunessy-Dedrick, 2013; Suldo, Shaunessy, & Hardesty, 
2008; Suldo, Shaunessy, Thaji, Michalowski, & Shaffer, 2009).   However, there are gaps 
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in our understanding of the relationship among demographic variables such as gender, 
grade level, and course load and factors such as perceived student stress, sources of 
stress, frequency of use of academically dishonest behaviors, and student attitudes about 
academic dishonesty within these school communities. 
Fayetteville-Manlius High School serves an affluent suburb, east of Syracuse, 
NY.  Faculty and staff have shared similar concerns outlined by Demerath et al. (2010), 
Galloway and Conner (2015), specifically, grades, getting into college, and community 
pressures are adversely affecting students.  In 2007, the school was the center of a highly 
publicized cheating scandal that highlighted the need for faculty to examine school 
culture, specific to academic integrity and stress.  The school has continued to evaluate 
academic integrity behaviors; however, student stress is increasingly concerning to 
faculty and staff.  The school community has dedicated itself to the study of student stress 
and the variables that influence student stress in an effort to develop practices to support 
student health and well-being. 
Theoretical Rationale 
Much of the relevant research on high school academic cheating is atheoretical.  
However, researchers have used a variety of theoretical lenses to try to explain why 
students engage in academically dishonest behaviors.  Academic integrity has been 
examined through theoretical concepts such as self-efficacy theory (Murdock & 
Anderman, 2006), achievement goal theory (Stephens, 2007; Urdan, 1997), intrinsic 
motivation theory (Murdock & Anderman, 2006), personality theory (Giluk & 
Postlewaite, 2014), situational action theory (Murdock & Anderman, 2006), self-
determination theory (Deci & Ryan, 1985), and intelligence theories (Dweck & Leggett, 
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1988).  While each of the preceding theories have attempted to identify variables that 
influence student academic dishonesty, none of them have examined high school student 
academic dishonesty behaviors and attitudes through the lens of student perceived stress. 
 Bowers (1964) published the first significant study of cheating in academic 
institutions.  Five thousand students from 99 U.S. colleges and universities were 
surveyed, of which 75% reported engaging in at least one use of academic dishonest 
behaviors.   Bowers (1964) concluded that the institutional context influenced student’s 
decisions to cheat.   Despite Bowers’ conclusions, the majority of research in academic 
integrity, between 1964 and the late 1990s, was focused on the role of individual factors. 
McCabe and Trevino (1997) replicated Bowers’ work and set out to explore the 
contextual factors that influence cheating behavior.   The majority of McCabe’s work 
(McCabe, 1992, 1993; McCabe & Trevino, 1993, 1997; McCabe, Trevino, Butterfield, 
1999) focused on academic integrity behavior in higher education institutions; however, 
McCabe (1999) conducted two focus group discussions with high school students, from 
diverse school environments, on the topic of academic dishonesty.   
 McCabe (1999) reported that high school students saw cheating as a normal part 
of their high school education.  Students reported that cheating was more widely accepted 
among their peers and that adults, teachers, and parents, knew it happened.  McCabe 
noted that students did not have a guilty conscious engaging in the academically 
dishonest behaviors and that decisions to cheat were based on the pragmatic issue of 
getting the right grade to get into an elite college.  Some students expressed that cheating 
would not stop unless there were significant changes within societal norms.  McCabe 
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(1999) concluded that students would continue to engage in cheating behaviors to 
succeed in a system perceived as uncaring and unfair. 
Demerath et al. (2010) longitudinal ethnographic study of the Wilton School 
District and the community it served, highlighted a community’s fixation on competitive 
success, widespread student academic dishonesty, and parent’s willingness to do anything 
to give their child a competitive advantage.  Galloway (2012) proposed that a culture of 
advancement, within professional middle class communities like the Wilton School 
District, played a significant role in academic dishonesty.  Demerath et al. (2010) 
suggested that schools, like Wilton, work to position students to compete successfully in 
increasingly competitive academic and employment environments.   Horace Mann’s lead 
college counselor viewed student focus on getting into the best colleges as the result of 
“believing it is their security in an increasingly insecure economy (Callahan, 2004. p. 
198).” 
Similar to Demerath et al. (2010), Callahan (2004) observed a world where the 
desire to find any way to get ahead was growing throughout America.  Callahan (2004) 
suggested that a society dominated by a market mindset has led to a winner-take-all 
culture where getting into the right college and getting the right job define success.  More 
specifically, Callahan (2004) suggested that a cheating culture is growing within affluent 
communities because of their efforts to get ahead and to maintain their privilege.  
Callahan (2004) proposed four main reasons why a culture dominated by a market 
economy has led to more cheating:  
• new pressures – Students and parents see getting a good education through 
admittance into an elite college as a matter of “economic life or death.”  
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• bigger rewards for winning – Students will cheat in order get every point 
possible on their GPA.  A missed point could result in a missed opportunity 
for admittance into an Ivy League school, which could result in fewer life 
opportunities. 
• temptation – Safeguards against cheating are ineffective and often weak.  
• trickle-down corruption – Students and families stop believing the rules are 
fair and they begin to look for any opportunity to “level the playing field” so 
they can get a fair shot at success. 
 Callahan (2004) sees the rising influence of free market forces, where a 
Darwinian view of success is driving many aspects of society, as a primary factor in 
increased cheating.  If Callahan’s (2004) assessment of a cheating culture is correct, 
students in more affluent communities would likely present higher levels of perceived 
student stress and increased instances of academic dishonesty.  Students in more affluent 
communities would also more readily approve of engaging in what many educators see as 
academic dishonest behavior driven by the increased pressures they feel.   
 Homework, extracurricular activities, achieving good grades, and admission into 
the best college are stressors weighing heavily on high school students.  Society’s 
increased emphasis on grades, as a means to get into the best colleges, has discouraged 
student’s authentic engagement of deep learning (Demerath et al., 2010).   
Statement of Purpose 
The purpose of this study is to measure the current state of perceived stress, the 
frequency in the use of academically dishonest behavior, and attitudes about academic 
dishonest behavior among high school students enrolled at Fayetteville Manlius High 
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School; while examining the relationship, if any, between the frequency with which 
students engage in academically dishonest behavior, the perceived severity of that 
behavior, and students’ perceived stress.  The opportunity to study Fayetteville-Manlius 
High School students’ perceived stress levels with their use of, and attitudes on, academic 
dishonesty, would provide meaningful contributions to the existing research on students 
stress and academic dishonesty among high school students.  Additionally, the study 
would provide data that would help the faculty at Fayetteville-Manlius High School to 
develop practices and policies to mitigate stress and reduce the use of academically 
dishonest behaviors. 
Research Questions 
The objective of this action research study is to develop a deeper understanding of 
the relationship between demographic variables such as gender, grade level, and course 
load; and the constructs of high school students’ perceived level of stress, sources of 
stress, and attitudes about academic integrity within Fayetteville-Manlius High School.  
In addition, the present study attempts to create a model to explain how the above 
variables predict the frequency students engage in academically dishonest behaviors.   
Quantitative action research was used to examine the following research questions: 
RQ 1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?   
RQ 2:  To what extent is there a relationship between how high school students 
characterize sources of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?  
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RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course load, within a 
high school serving an affluent community?    
RQ 4: To what extent does perceived stress, grade level, gender, course load, and 
types of stressors predict the frequency in which high school students use academically 
dishonest behaviors, within a high school serving an affluent community? 
Potential Significance of the Study 
The American Psychological Association’s Stress in America Study (2009) 
identified doing well in school as one of the top stressors reported by students.  The 
desire to excel academically is particularly demanding in affluent communities.  Students 
in these competitive environments are focused on getting the highest grades and getting 
into the most elite colleges.  Students in these environments are looking to maintain their 
elite status and meet the values of the community, which place the greatest emphasis on 
results.  Students acknowledge academic dishonesty among peers is a common practice 
(Demerath et al., 2010; Galloway, 2012). 
Increased pressures to achieve in competitive schools have been linked to 
increased use of academically dishonest behaviors in order to remain competitive within 
a school environment (Taylor, Pogrebin & Dodge, 2002).  Taylor et al. (2002) described 
the desperation that students felt in these highly competitive environments and that the 
competitive nature of these academic programs appear to be perpetuated by the schools 
themselves. 
This study will aide in developing an understanding of how demographic 
variables, such as gender, grade, and course load impact student perceived stress.   In 
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addition, this study has the potential to highlight the relationship between perceived 
levels of stress, sources of stress and academic integrity behaviors and students attitudes 
about academic dishonesty.  The goal of this action research study is to provide faculty 
and staff of Fayetteville-Manlius High School with data to inform the creation of, and 
adjustments to school practices, as well as to add to the current literature about high 
school students’ stress and academic integrity, while examining the possible relationship 
between the concepts. 
Definitions of Terms 
Academic Integrity – The pursuit of academic scholarship through honest, fair, 
and ethical means, whereby students complete academic assignments without 
unauthorized aides. 
Academic Dishonest Behaviors (Cheating) – Methods in which a student receives 
unauthorized assistance in completing an assignment or submits work he/she did not 
author.  These behaviors include and are not limited to, plagiarism, unauthorized 
collaboration, copying of homework, receiving or giving information about an exam, and 
using unauthorized aides to complete assignments. 
Affluent environments – Environments where the majority of community 
members are educated professionals with accumulated wealth and higher than average 
incomes. 
Maladaptive behavior – A behavior used to escape stressors or challenges a 
person faces in daily life.  Maladaptive behaviors could include cheating, substance 
abuse, or self-harm.  
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Privilege – a right or advantage available to a specific group, specifically in the 
area of education for this study. 
Socioeconomic status – an economic and sociological measure used to identify 
wealth.  Combined wealth ratio and income per total wealth pupil unit is used in this 
study. 
Chapter Summary 
This chapter provides the framework for examining academic integrity and 
students’ perceived levels of stress within the context of an affluent upstate New York 
community, specifically Fayetteville-Manlius High School.  The proposed research will 
add to the current literature on high school student academic integrity, specifically the 
frequency students use certain academically dishonest behaviors and their attitudes about 
those behaviors. In addition, the study will begin to fill the lack of research that examines 
the relationships between students’ stress and academic integrity.  
Fayetteville-Manlius High School’s high profile cheating scandal highlighted the 
need for faculty and staff to examine academic integrity issues among students.  
Additionally, students stress has been an increasing concern among faculty and staff. 
School leaders need to develop an understanding of the potential variables that influence 
students’ stress and academic dishonesty in order to develop appropriate measures to 
mitigate the behavior. 
The remainder of this document is organized into four chapters.  Chapter 2 
provides a summary of relevant literature regarding increased stress in high schools, 
perceived sources for pressure on high school students, and prevalence of academic 
dishonesty in high schools.  Chapter 3 outlines the research design methodology, which 
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includes the research context, participants, survey instrument, and description of data 
analysis.  Chapter 4 outlines the results of the research and analysis of the data. Chapter 5 
provides additional findings as well as limitations of the study, implications of the 
findings, and recommendations for future research. 
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Chapter 2: Review of the Literature 
Introduction and Purpose 
The purpose of this study is to develop a deeper understanding of the relationship 
between demographic variables; such as gender, grade level, and course load; and the 
constructs of high school students’ perceived levels of stress, sources of stress, and 
attitudes about academic integrity.  In addition, the present study attempts to create a 
model to explain how the above variables predict the frequency students use 
academically dishonest behaviors.   This chapter presents the review of the related 
literature which serves to highlight the present state of research on these issues. 
Students from schools that serve highly educated parents, situated in communities 
with relatively higher socioeconomic status, historically are not considered an at-risk 
population.  Recent research has indicated there are a number of academic and 
community pressures that have a physical and psychological impact on students in these 
highly competitive environments.  As Callahan (2004) describes, a student’s fight for a 
good education is a matter of life or death in this growing competitive economy. 
As communities push students to be successful in a more competitive economy, 
results in overscheduling students with demands in academics and extracurricular 
activities that result in increased stress related symptoms (Luthar & Sexton, 2004).  The 
review of the research focuses on an overview of how academic programing, school 
practices, and school environments affects students’ perceived level of pressure and 
stress.  In addition, the review examines academic integrity in the context of high school 
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students.  An understanding of this literature illuminates the gap in the research of 
exploring the relationship between high school students’ stress and academic dishonesty 
within high schools. 
Academic Programing 
Research of academic programs in high schools fall into three typical areas, 
general education, honors course work, or Advanced Placement (AP) and International 
Baccalaureate (IB) programs.  This section concentrates on the research of AP and IB 
programs and the influence these programs have on student pressure and stress.  The 
research reviewed examines how the levels of students’ stress, in an accelerated or 
rigorous academic program, compare to those in a general education setting.   
Suldo, Shaunessy, Thalji, Michalowski, and Safter (2009) examined the 
environmental stressors and psychological adjustment of students enrolled in an 
academically rigorous program and compared those results with students in a general 
education setting.  Researchers identified the areas of stress for both groups and the 
resulting psychopathology.  As with other studies in this paper, data collection is part of a 
larger study.  One hundred sixty one IB and 157 general education students from one 
high school were administered a battery of self-report measures including sources of 
stress, life satisfaction, and psychological functioning.  Additional data was collected 
utilizing 12 focus groups of 48 IB students and 23 general education students 
Factor analysis revealed seven categories of stressors including; academic 
requirements, parent-child relations, life changes, peer relations, family, extracurricular 
activities, and academic struggles.  For both IB and general education students, factor 
means illustrated that academic requirements were the greatest sources of stress.  When 
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examining the difference between IB and general education students, IB students reported 
higher mean scores in academic requirements and extracurricular activities, while general 
education students reported high mean scores in parent-child relations, life changes, peer 
relationships, and academic struggles (Suldo et al., 2009). 
Each factor of stress had an inverse association with life satisfaction, except 
extracurricular activities, for both IB and general education students.  Researchers 
highlighted the impact academic achievement stressors had on grades.  For IB students an 
increase in reported stress due to academic struggles resulted in lower grades, while the 
same stressors were associated with better grades for general education students.  
Findings suggested IB students were more likely to suffer negative effects of stress than a 
typical high school student.  While the data used in the research is limited to only one 
school, the results were consistent with the findings of other studies found in this paper.   
Similarly, Suldo, Shaunessy, and Hardesty (2008) reviewed academic 
programming and its relationship with stress, coping, and student mental health.  Students 
enrolled in either a general education or an International Baccalaureate (IB) program of 
study, from a single high school, volunteered.  Participants from both groups were from 
average or high socioeconomic status.  Participants completed a variety of questionnaires.  
The researchers used the Perceived Stress Scale (PSS) to measure students’ perception of 
life stress; The Adolescent Coping Orientation for Problem Experiences (ACOPE) 
measured student coping mechanisms deployed in difficult situations; and the Students’ 
Life Satisfaction Scale (SLSS) assessed students’ perception of life satisfaction.   
Students enrolled in the IB program reported higher levels of stress than students 
in the general education setting, which confirmed the researcher’s hypothesis that 
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academically rigorous programs would increase students’ stress.  The mean PSS scores of 
students in the IB program was 3.42, compared to a mean 3.11 score for general 
education students.  While students in the IB program reported higher levels of stress as 
compared to the general education population, IB participants demonstrated superior 
levels of academic functioning.  However, IB students who reported high levels of 
perceived stress also displayed compromised mental health.  Suldo, Shaunessy, and 
Hardesty (2008) found coping was a significant factor in the mental health outcomes of 
the students.  A convenient sample in one high school serving an affluent community is a 
limitation of this research.  However, this study does provide evidence that students 
enrolled in academically rigorous programs report higher levels of students’ stress, which 
influences maladaptive behaviors. 
  Suldo and Shaunessy-Dedrick (2013), continued in this area by examining stress 
and the psychological adjustment of freshmen transitioning to high school while enrolled 
in an IB program.  As with the previous study, the researchers used self-report 
questionnaires to examine the levels of stress, mental health problems, and psychological 
wellness of high school students.  The participant sample included 480 students from four 
high schools, 113 in general education, 250 enrolled in an IB program, and 117 in an AP 
program.  All four high schools offered an IB program as well as a structured AP 
program.   The study compares students enrolled in an IB program of study, AP program 
of study, and those enrolled in general education courses.  Suldo and Shaunessy-Dedrick 
(2013) used the Perceived Stress Scale (PSS), Student Life Satisfaction Scale, Youth 
Self-Report, and the Multidimensional Anxiety Scale for Children in their assessment of 
students.  Each measure reported high levels of reliability and validity.      
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Suldo and Shaunessy-Dedrick (2013) confirmed the results of the previous study 
(Suldo et al., 2008) specifically, that  students in an IB track program, as well as an AP 
program, report higher levels of stress as compared to their peers in general education 
classes.  The mean perceived stress reported was 3.04 for IB students, 3.09 for AP 
students and 2.75 for general education students.  The researchers do not differentiate 
their findings by school, so there is no way to determine if the results were different 
between schools.   
In all of the preceding studies, students had to meet strict entrance criteria to 
enroll in an IB program.  There is limited research that explores similar students enrolled 
in an advanced academic program with open enrollment.  Feld and Schusterman (2015), 
examined stress in high achieving schools, one private and one public, in which all 
students engaged in a similar curricular program. All students completed rigorous 
academic curricula, maintain high GPAs, and approximately 96% of these students attend 
a 4-year college or university (Feld & Schusterman, 2015).  As with the previous studies, 
students completed surveys that examined stress level, life satisfaction, physical 
symptoms of stress, along with sleeping, eating, and exercise habits.  Students reported 
high levels of stress and females reported a significantly higher level of stress than males.  
Students attributed several physical and psychological issues to their stress.  Seventy 
percent of students reported experiencing stress symptoms at least five times per week.  
Almost 80% of students reported that academics interfered with their sleep.  Feld and 
Schusterman (2015), found 1 in 5 students were experiencing daily stress induced 
physical symptoms as a result of academic stress and almost 50% of students were 
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experiencing irritability, mood swings, restlessness, and an inability to sleep at least once 
a week due to stress.   
It is important to examine the difference between the sample groups in the 
previous three studies.   Feld and Schusterman (2015), noted a correlation between 
students’ self-perception and the group with whom the students were comparing.  Feld 
and Schusterman (2015) found a sample average of 5.26 on the Academic Self-
Perceptions subscale; in the Suldo and Shaunessy-Dedrick, (2008), students enrolled in 
the IB program sample was 5.69 while the general education students reported a mean of 
5.27.  Comparing results between these studies, students enrolled in a school where 
students perceive all of their peers were in an equally rigorous program have lower 
academic self-perception when compared to students who saw themselves in a rigorous 
program within a school with multiple levels of rigor.   
Shaunessy-Dedrick, Suldo, Roth, and Fefer (2014) examined the primary types of 
stressors faced by AP and IB students, including the coping strategies that were effective 
in managing such stressors.  Participants were from three school districts that served a 
range of socioeconomically, culturally, and linguistically diverse students located in 
urban, suburban and rural areas in the State of Florida.  Shaunessy et.al (2014) used 
purposeful sampling to find participants, enrolled in either AP or IB courses, 
experiencing, as they termed, outstanding success or notable difficulty.    
Shaunessy et.al (2014) used an independent service to transcribe all recordings of 
interviews and verification of transcription accuracy.  Thematic analysis was applied in 
the examination of students’ perceptions of stressors, coping strategies, traits, and 
environmental factors associated with success in advanced curricular programs.  The 
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researchers reported an inter-code agreement range from .82 to 1.00 with an overall 
agreement of .92.   
The most common stressor students reported was a constant stream of 
assignments that demanded student attention, focus, and effort both during and after the 
school day.  Students reported significant homework assignments and labor-intensive 
projects as obstacles as they struggled with multiple concurrent assignments and due 
dates.   Students expressed most concern in their effort to achieve academic success, 
which they believed contributed to increases in stress. Many students described 
coursework that they believed exceeded their ability.  Students felt a constant level of 
stress in regards to the management of the extensive academic demands these courses 
required along with their extracurricular commitments. (Shaunessy et.al, 2014) 
The coping strategies that students saw as most helpful in response to the 
demands of the AP and IB programs were time management, taking breaks, and seeking 
support.  The researchers reported students overwhelmingly described the use of time 
management strategies as an effective way to manage school stress. Students also 
reported sacrificing sleep, to complete schoolwork, as an unsuccessful strategy.  The 
students also mentioned finding ways to take breaks such as reading for pleasure, 
cooking, playing video games or musical instruments, and socializing with friends, as an 
effective strategy to mitigate stress. Many students also reported seeking academic and 
emotional support from friends, classmates, parents, and teachers as an effective way to 
find success and minimize stress. 
The final study in this section examined student perception of the social and 
emotional advantages and disadvantages of academically rigorous program participation 
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(Foust, Davis, & Callahan, 2009).  The research questions leading this study were; what 
do AP and/or IB students perceive as the nonacademic ramifications of AP or IB 
enrollment; what are the similarities and differences between AP and IB students’ 
perceptions? 
Foust, Davis, and Callahan (2009) used stratified purposeful sampling to select 
four schools from a larger study that included 24 schools. Stratifications were community 
size, student demographics and advanced programs offered.  Criteria for participation 
included enrollment in an AP or IB program and representation of the diversity in gender 
and ethnicity of each school’s programs.  Eighty-four students participated in small focus 
groups of three to five students.   
Results indicated that AP and IB students perceived a better class atmosphere, 
bonding among classmates, pride, and self-confidence.  The disadvantages described by 
students were unflattering stereotypes, workload, and stress.  Students referred to the 
workload as extremely time consuming and stated that it limited participation in 
extracurricular activities.  Students also referred to the limited interaction with friends 
and family due to the high levels of workload due to the AP and IB programs. 
Stress and fatigue were also a theme that emerged from the data.  Students 
reported that the workload, pace, academic challenge, and grades received in AP and/or 
IB courses influenced their emotional state.  Foust et al. (2009) reported that much of the 
stress was largely self-imposed.  Fatigue was the most common adverse consequence 
reported.  Many students reported the need to sacrifice sleep in order to complete work 
associated with the AP and/or IB courses.   
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Foust et al. (2009) advocated for increased enrollment in AP courses and IB 
programs in order to provide opportunity to learn advanced content and to better prepare 
for post-secondary success.  However, they emphasized that schools must be aware of the 
stress and pressure associated with these programs.  Schools must provide support in 
stress reduction, coping with stress, time management, and making thoughtful choices, to 
help mitigate some of these adverse consequences.   
Each of the preceding studies examined the phenomenon of student stress while 
enrolled in advanced academic programs.  Students reported the constant flow of 
assignments, significant amount of homework, and academic demands as sources of 
stress.  Each study reported higher levels of stress associated with students in AP and/or 
IB programs, as compared to general education students.  The following section expands 
on the impact of school practices and policies on student well-being, in competitive 
environments. 
School Practices/Policies 
In addition to academically rigorous programing, there is considerable research on 
the relationship of homework and student stress.  Galloway and Pope (2007) examined 
how homework practices impacted student well-being, specifically the relationships 
between homework, student well-being, goal orientation, and achievement.  The research 
questions were:  Do students report homework as a primary source of stress in their lives; 
is amount and quality of homework related to students’ mental and physical health; and 
how do students’ goal orientation and achievement play a role in academic-related stress 
and general mental health? 
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  Galloway and Pope (2007) studied the perceptions of 496 students from upper 
middle class suburban high schools through a 40-minute survey administered by school 
staff.  The survey assessed student mental health through 5-point Likert scale items, 
including internalizing and externalizing symptoms.  Student physical health was 
assessed through self-reports of seven stress-related physical symptoms in the past 
month, such as headache, exhaustion, and weight loss.  The Academic Worries Scale 
assessed stress over schoolwork.  Students described the average time per night spent on 
homework, its usefulness, and how well it prepared students for examinations.  The 
researchers assessed student goal orientation through questions based on Elliot’s 
Achievement Motivation Scale. 
 Students reported an average of 3.04 hours of homework per night, with a 
standard deviation of 1.40.  Due to schoolwork demands, 56% of students reported 
dropping an extracurricular activity they enjoyed.  The majority of students (77.4%) 
reported experiencing one or more stress related physical problem(s) in the month leading 
up to the survey.  Using a chi-squared analysis, students with 3.5 or more hours of 
homework per night were more likely to drop an extracurricular activity, experience 
exhaustion, or gain weight.  Galloway and Pope (2007) also reported higher academic 
worries, mental health problems, and stress from school for those students who reported 
higher hour per night completing homework.  The researchers suggested that suburban 
high schools should examine homework load and time dedicated to school related tasks 
for students. 
Galloway, Connor, and Pope (2013) continued the research on academic stressors, 
such as homework and its impact on student life.  Over 4,000 students from 10 high 
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performing high schools completed a survey with Likert-type and open-ended questions.  
The survey collected data on student reported homework load, its perceived usefulness, 
academic related stress, physical health, time for extracurricular activities, and behavioral 
engagement (Galloway et al., 2013).  Students reported spending a significant amount of 
time on homework each night, on average 3.11 hours.  Galloway et al. (2013) report 72% 
of students reported feeling stress often or always because of schoolwork; 82% of the 
students reported at least one physical symptom over the previous thirty days, with 44% 
experiencing three or more physical symptoms.  Students reported pressure to achieve 
academically and thus felt obligated to choose schoolwork over extracurricular activities, 
social time, and family time.  Demands of homework are contributing to student stress 
with the emphasis on getting good grades, pleasing parents, and getting into elite colleges 
(Galloway et al., 2013).   
Increased homework loads are having an impact on student stress.  In the two 
preceding studies, students reported spending more than three hours per night on 
homework.   Both studies reported increased pressure and other negative health 
symptoms as homework demands increased.  Research on the effects of homework and 
its relationship with students’ stress are primarily centered in affluent and competitive 
environments.  Additional research examining these concepts in different socioeconomic 
environments would expand the current body of knowledge.     
School Environment/Culture 
A school’s environment, and how a student perceives his/her place within that 
environment, play an important role in a student’s development.  Galloway and Connor 
(2015) focused on investigating student perspectives of the culture and consequences of 
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privilege in a high-performing and high-pressure high school.  The researchers selected 
10th graders because school staff believed the feedback from this group could be used to 
design changes these students could benefit from.   
Data was gathered using five focus groups sessions of 43 10th grade students, 
consisting of 8-10 students each.  Galloway and Connor (2015) justified the use of focus 
groups because they believed they could gain initial understanding of unexplored topics, 
study similarities and differences in participants’ views, and the format could produce 
information that might not emerge in individual interviews. 
Galloway and Connor (2015) employed grounded theory techniques to analyze 
the data.  They engaged in focused coding to integrate open codes into the categories that 
formed this study.  The results demonstrated that students, teachers, and parents were all 
contributors to the competitive climate found at this high school.  Students reported 
meeting the high expectations of peers, teachers, and parents, along with the pressure to 
get into elite colleges, contributed to this climate.  Students expressed frustrations with 
the climate, such as increased stress, lack of sleep, feeling overworked and increased 
feelings of anxiety and lack of self-confidence (Galloway & Connor, 2015).  Students 
reported a lack of self-confidence in that they could not meet the standards set by the 
school and felt as though grades were the only outcome that matter.  One student 
reported, “If you don’t do well enough, it’s almost like you personally aren’t good” 
(Galloway & Connor, 2015, p. 108).  Galloway and Connor (2015) focused our attention 
on a culture predicated on academic achievement as a key contributor to the stressors 
students reported.   
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Limitation of the study included the limited demographic makeup of the school 
and the focus on the voices of students, without consideration of teachers and parents.  
Sampling error was noted in there was no attempt to gather achievement data, such as 
GPA, number of honors or AP courses, in order to ensure a cross section of the student 
body.  Even with the limitations, the study provided evidence of the importance of school 
culture and its impact on student stress and academic success. 
Demerath et al. (2010) continued the examination of school culture, specifically 
that of middle and upper class communities that encouraged individual advancement. 
This mixed methods study included observations, informal interviews, and over 60-
recorded interviews with teachers, administrators, and students.  Student participants 
included a diverse sample of eight high and low achieving male and female students, and 
their parents.  In addition, 605 students took a grounded survey to assess the extent the 
findings from the qualitative portion of the study was representative of the greater school 
community and the impact of demographic factors on student experience.   
Researchers placed emphasis on the importance of the local cultural ideology 
referred to as the, “Wilton Way.”  The expectation of individual success, prevalence of 
competition and the natural social process associated with it, and the importance of self-
worth defined the “Wilton Way.”  Study data revealed teachers were padding grades, 
inflating assessments, using generous rounding practices, and offering significant extra 
credit in an effort to support students in their desire to compete.  Teachers stated it was 
their responsibility to help students get into the best colleges.  Researchers stated these 
practices seemed most prevalent in classes with the most achievement-motivated 
students.  Students reported a strong attachment to success, in that they all wanted to be 
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the best.  Researchers described that many students saw little utility in classroom 
instruction, rather they looked to memorize the information to perform well on 
assessment, with little emphasis on learning, a concept described as credentialing 
(Demerath et al., 2010). 
The theme of parental pressure and influence emerged in this study.  Demerath et 
al. (2010) reported numerous instances of parents placing pressure on their children to 
perform, providing excuses for their children’s attendance issues, and pressuring teachers 
to change grades.  Teachers reported instances where administration had pressured grade 
changes in order not to jeopardize a student’s athletic eligibility.  In addition, there was 
an increase (3x) in students classified as other health impaired (OHI) over the last decade.  
A special educator stated parents saw the IEP as another vehicle to help students compete 
in this competitive environment (Demerath et al., 2010). 
Survey results indicated more than 70% of students were consistently 
experiencing high levels of stress.  Results also indicated that students with higher levels 
of stress saw themselves as being in competition with others.  While not conclusive, the 
researchers suggested the increase of stress may have been a contributing factor in the 
increase in the number of school phobia reported. 
School environment and culture not only includes what occurs during the school 
day, but also the extracurricular program.  Students in affluent and privileged 
environments not only tend to have more academic demands; they also have 
extracurricular demands outside of the school day.  Melman, Little, and Akin-Little 
(2007) examined whether there was a relationship between the amount of time a student 
spent in extracurricular activities and self-reports of anxiety, depression, and physical 
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complaints.  Melman et al. (2007) reported rising concerns over the effects of 
overscheduling adolescents and the decline of quality home life.  Researchers reported 
that adolescents respond well to structured activities and there are opportunities for self-
improvement however, what are the limits before the increased activities have a negative 
impact on students? 
Participants were enrolled in a health class in a suburban New York high school 
(Melman et al., 2007).  The majority of students in the district were White (96%), and 
came from middle to higher socioeconomic families.  In 1999, 97% of the graduates 
attended college, with more than 18% of students enrolling in an Ivy League school.  The 
sample consisted of 118 students, of which 81 were in 10th grade, seven were in 11th 
grade, and two were in 12th grade.  The Behavioral Assessment System for Children-Self 
Report of Personality (BASC-SPR) was administered in conjunction with an activity 
questionnaire.  The BASC-SRP was used to measure behavior and personality, including 
anxiety, depression, and somatization scales.  The activity questionnaire measured the 
number of demands a student has and the time required to participate.  The questionnaire 
included a list of school and non-school related activities as well as household chores and 
employment. Reported limitations included limited generalization because of sample size 
and selection.  The research also relied entirely on self-report to gather data and did not 
include analysis of which activities were selected because of external pressures.   
On average students reported spending 30.54 hrs/week participating in 
extracurricular activities.  School related activities were the greatest contributor to this 
with a mean time of 17.42 hrs/week.  For the purpose of this study, homework was 
classified as a school related activity, with an average of 11.3 hrs/week.  Participation in 
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sports was also a significant contributor to the number of hours spent participating in 
extracurricular activities.  Of the non-school related activities reported, employment 
contributed the most to the time spent participating in extracurricular activities. 
Melman et al. (2007), suggested that as the number of extracurricular activities 
and the time dedicated to them increase, students increase their risk of experiencing 
greater amounts of anxiety.  These results do not indicate that students should not 
participate in extracurricular activities; rather the number and total time committed to 
these activities must be evaluated.  This research provides evidence on the importance of 
down time for students. 
As with the previous study, this study examined the contributions of parental 
pressure and extracurricular activity of affluent youth.  In addition, Randall, Bohnert, and 
Travers (2015) added the variable of parental perfectionism.  Each of these variables 
were examined through the following three mediation models:  (a) parental perfectionism 
→perceived parental pressure→ adolescent adjustment, (b) parental perfectionism 
→organized activity intensity→ adolescent adjustment, and (c) perceived parental 
pressure→ organized activity intensity→ adolescent adjustment. 
Participants included students in grade 10 and their parents selected from four 
high schools serving affluent communities.  Median household income was above 
$100,000 with more than 25% of adults had earned graduate degrees.  School 
participation rates varied considerably, school one had 36 student/parent groups, school 
two had 29, school three had 18, and school four had five.  The researchers reported no 
difference of the analytic sample from participants not included in the study.  
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Parent participants completed a survey that included subscales from the 
Multidimensional Perfectionism Scale.  Student surveys included a subscale from the 
same measure but focused on perceived parental pressure.  Students also completed an 
organized activity inventory to measure student involvement and intensity of involvement 
of outside activities, in addition to anxiety, depressive and life satisfaction scales. 
Students reported spending on average 12.5 hrs/week in extracurricular activities, 
which is 5hrs/week over the national average (Randall, Bohnert, &Travers, 2015).  
Students with a parent who expected perfectionism from others had higher levels of 
internalizing problems and lower levels of life satisfaction.  A student’s involvement and 
intensity in extracurricular activities increased with higher levels of parental 
perfectionism and perceived parental pressure.  Randall et al. (2015) concluded that 
parents as well as students feel pervasive achievement pressure because of the affluence 
in which they live.  They state that the nature of the community environment may be 
inadvertently influencing parental pressure and perfectionism.   
How teachers support students is an important element of the school environment.  
Connor, Miles, and Pope (2014) researched the relationship of supportive teacher-student 
relationships to students’ academic and nonacademic outcomes in high performing high 
schools.  The researchers also looked to identify if there were variations in health 
outcomes and teacher supports across the sample school, when taking school differences 
into account. 
The sample included students from 14 high performing high schools in affluent 
communities.  The sample included 5,557 students with a relatively equal distribution 
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among grade levels.  The sample was 45% male and 52% White, with 65% reporting a 
GPA of 3.5 or higher. 
As with the Connor and Pope (2013) study, students completed the Stanford 
Survey of Adolescent School Experiences, which examined students’ perceptions of 
teacher support, school engagement, health, and academic integrity.  The researchers 
reported the scales used on the survey were selected based on their common use and high 
reliability in other research studies.  The survey measured school support through 
questions that asked students to indicate how many of their teachers they believed cared 
for and valued students.  The survey also asked students to identify if they felt there was 
at least one staff member that they could go to with a personal problem.  This survey also 
measured academic worry, school stress, mental health, and physical health. 
Of the students in the sample, 57.6% believed that most and 7.5% believed that 
all, of their teachers supported them.  The teacher support mean score was 3.6 (SD =.66).  
In addition, 71% of students reported they had at least one staff member they could turn 
to with a personal problem.   
The researchers found considerably less school-level variation than student-level 
variation in students’ perceptions of teacher support.  In examining the correlations 
among variables, the researchers reported a negative correlation between teacher support 
and academic worry (-.18), internalizing symptoms (-.28), and physical problems (-.22).  
Teacher support coefficients suggest for every increase of one unit of internalizing 
symptom there was a corresponding decrease of -.46 in teacher support.  The same held 
true for physical health problems, -.70, and academic anxiety, -.24.   
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The result demonstrated that most students in these schools felt supported by the 
staff and had an adult they could turn to.  Students who reported feeling little staff 
support suffered significantly more psychological and physical ill health.  Researchers 
suggested school practices that identify students with few strong adult relationships may 
be beneficial, along with professional development that focused on positive effects of 
students’ perception of teacher supports. 
In many of the preceding studies, students reported environments that placed 
increased pressure to succeed.  Students felt pressure to succeed academically from peers, 
parents, teachers, and themselves.  The increases in pressure have placed greater 
significance on credentialing as a means to an end, specifically getting into a good 
college.  However the last study provided research on the positive contributions staff 
relationships played on student stress and overall well-being.  In the following section the 
literature examines methods students use to adapt in these high-pressure environments, 
specifically the use of cheating. 
Academic Integrity in Higher Education Institutions 
The majority of studies on academic integrity have a common author cited in their 
work, Donald L. McCabe, retired Rutgers Business School professor.  Professor 
McCabe’s research on cheating developed out of an interest to understand ethics in 
business organizations and business leaders.  McCabe collaborated with a variety of 
researchers in studying academic dishonesty at a variety of institutions; however, the 
majority of the published work were in college settings.   
In an effort to develop an understanding of why students engaged in academically 
dishonest behaviors in college; McCabe and Trevino (1993) surveyed over 6,000 students 
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from 31 academically selective schools across the nation.  McCabe and Trevino (1993) 
hypothesized that schools with honor codes would have lower levels of academic 
dishonesty.  Additionally, they believed academic dishonesty had an inverse relationship 
with students’ acceptance of academic integrity policies, perception that peers would 
report violations, and perception of the severity of penalties for academic integrity 
violations. 
Students were administered a self-report academic dishonesty measure consisting 
of 12 types of academically dishonest behaviors.  Students reported how frequently they 
had engaged in the behaviors using a four-point Likert scale.  McCabe and Trevino 
(1993) reported a Cronbach’s alpha of 0.794 for the measure to demonstrate reliability. 
The results indicated significantly lower academic dishonest behaviors from students who 
attend schools with honor codes and peer behaviors strongly influenced student use of 
academic dishonesty.  McCabe and Trevino (1993) suggested that the culture of cheating 
may grow as students see it as disadvantageous not to cheat. 
McCabe authored or co-authored over a dozen research articles on academic 
dishonesty as well as various articles and books on the topic.  Each of these studies 
examined the context of cheating behaviors in higher education institutions, except one.  
McCabe (1999) examined high school students’ thinking regarding cheating using focus 
group discussions.  Students represented eight high schools, public and private, in the 
New Jersey area. All but one of the 19 students were college bound seniors planning to 
attend a variety of highly selective colleges.   
McCabe (1999) reported the culture of the school and society influenced student 
cheating behavior as well as peer attitudes toward cheating.  Students considered cheating 
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commonplace and necessary.  Students reported they were unlikely to get caught cheating 
and that these behaviors did not make you less of a person.  The results indicated that 
students felt the education system had a responsibility to make changes to curb cheating, 
while others felt fundamental societal changes were needed.  McCabe (1999) reported a 
few quotes from students to support his findings however, there was no other data citied.  
There was no discussion of the qualitative design or theoretical underpinnings of the 
study.   
The International Center for Academic Integrity (2016) reported that Dr. McCabe 
surveyed over 70,000 high school students at over 24 high schools.  Of those surveyed, 
64% reported cheating on tests, 58% plagiarized, and 95% participated in some form of 
academic dishonest behavior.   However, no literature was found that discussed those 
results and the context of the studies they represented. 
In the course of the review of the literature, very few studies on academic 
dishonesty in high school settings were found.  McCabe, Trevino, Butterfield, and 
Kenneth (2012) documented a similar frustration with the limited access to public high 
schools in their research.  McCabe et al. (2012) reported teachers, principals, 
superintendents, and boards of education were reluctant to participate in surveys that 
measured students’ academic integrity behaviors.  The fear of bad publicity, potential 
issues with parents, and the concern of discovering a problem, were all factors in limiting 
access in public schools.  McCabe et al. (2012) experiences with public schools may 
explain why there is limited research on academic integrity within the public school 
setting. 
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Academic Integrity in High School 
There is growing research in the area of stress and student maladaptive behaviors.  
This section explores how stress and competitive environments may contribute to the use 
of academically dishonest behaviors.  Conner and Pope (2013) examined academic 
engagement in 6,294 students attending 15 high achieving secondary schools.  Connor 
and Pope (2013) based the current study on four hypotheses: 
1. Full engagement in schoolwork would be rare, while workload would be high. 
2. When full engagement was found, it would be found in younger female 
students. 
3. Fully engaged students would have better mental health, stronger physical 
health, and greater academic integrity. 
4. Schools with smaller class sizes, more progressive curricula and opportunities 
for hands on learning, block scheduling, and more opportunities for student 
voice in school decision making would have more fully engaged students. 
 The 15 high-performing schools applied to administer the Stanford Survey of 
Adolescent School Experiences, due to their concerns of student stress.  Nine schools 
reported parental consent rates over 75%, while only two schools had consent rates below 
50% (49% and 46%).  Staff at each school administered the survey with a common script 
read to students.  Researchers were available to address questions or concerns during the 
administration.  Students completed the 40 minute online survey during a typical school 
day. 
 The survey examined students’ perceptions of teacher support, school 
engagement, health, and academic integrity.   Affective engagement included items 
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designed to measure student interest in, and enjoyment of, schoolwork.  Behavior 
engagement focused on hard work, mental exertion and the completion of assignments.  
The cognitive scale measured students’ attitudes toward their schoolwork, its value and 
importance.  Students’ self-reported grade point average as a measure of achievement.    
 Connor and Pope (2013) used a cluster analysis with affective engagement, 
behavioral engagement, and cognitive engagement as the cluster variables.  The 
researchers reported three types of engagement in their results.  A fully engaged (fe) 
student had high affective, behavioral, and cognitive engagement scores.  These students 
regularly enjoyed schoolwork, commit effort and value the schoolwork they are assigned.  
Busy engaged (be) students had high behavioral but low cognitive and affective scores.  
Busy engaged students worked hard in school but only occasionally enjoyed the work or 
found it valuable or important.  Reluctantly engaged (re) students had moderate 
behavioral and low cognitive and affective scores.  The reluctantly engaged student was 
the one who sometimes worked hard but rarely enjoyed or valued the schoolwork.  The 
researchers confirmed these clusters made sense through k-means analysis and a 
hierarchical analysis, using Ward’s method, and the k-means clustering technique.   
 The results showed high levels of academic stress. Sixty seven percent of students 
reported that they were often or always stressed by schoolwork.  Ninety one percent of 
students reported having cheated on schoolwork at least once at their current school.  
Seventeen percent of students reported they were often or always affectively engaged in 
their schoolwork, while 84% of students reported often or always being behaviorally 
engaged and 42% reported being often or always cognitively engaged (Connor and Pope, 
2013).   
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 Fully engaged students achieved significantly higher GPAs (re=3.31, be=3.56, fe 
3.70), took more advanced courses (re=1.89, be=2.05, fe 2.17), cheated less (re=1.75, 
be=1.51, fe 1.32), experienced less academic worry (re=3.43, be=3.57, fe 3.42), and 
experienced fewer internalizing, externalizing, and physical symptoms of stress than the 
other two engagement clusters. 
 Connor and Pope (2013) stated that the lack of full engagement was associated 
with more frequent school stress, higher rates of cheating, and greater internalizing, 
externalizing, and physical symptoms of stress.  It is not enough to work hard and get 
good grades for students to thrive.  The researchers recognize that the study did not 
measure socioeconomic status and relied exclusively on self-reporting.  The researchers 
suggested future studies include observations and interview data as well as include non-
high-performing schools as a comparison measure.  Even with the study’s limitations, the 
results provided important data on student engagement and its impact on student 
behavior. 
As school environments become increasingly competitive and students feel 
increasing pressures to find success, research suggests an increase in the maladaptive 
behaviors students engage in.  One such maladaptive behavior is cheating.  Geddes 
(2011) was particularly interested in the factors that drive gifted and high-achieving 
students to resort to cheating.   
Geddes (2011) selected a transitioning rural-to-suburban high school in a southern 
state.  The high school has transitioned from a homogenous group to a more 
heterogeneous group of more than 1,700 students in grades 9-12.  Free and reduced lunch 
meals served have risen from 6% to 20% over the past few years.  The school also 
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performs within the top 10% of the state and boasts more AP courses than any other 
school in the district.  The school climate is grounded in high expectations for academic 
success, which has translated into significant stress among students and faculty. 
This study targeted students’ enrolled in AP and honors science and math classes.  
Geddes (2011) did not ask for demographic data from participants in order to maximize 
honesty in self-reporting.  AP and honors teachers received a web link to a survey and 
were encouraged to administer to the entire class.  Eighty-nine students participated in the 
voluntary survey.  The researcher does not indicate the total number of students enrolled 
in the AP or honors classes so that we may calculate the percentage of respondents. 
Students reported low levels of plagiarism and cheating behaviors relative to writing 
papers.  However, there were higher levels of cheating behaviors reported when referring 
to examinations and homework.  The most common academic dishonesty reported was 
the act of allowing someone to copy one’s answer(s) on an exam.  Over 90% of the 
students reported some level of cheating on homework, most often the copying of others’ 
homework. 
When Geddes (2011) reviewed the motivations related to cheating, students 
reported GPA and the demands of a heavy workload, as the most common factors.  
Students reported that they were capable of being successful in the class without 
cheating; however, the overall course load of their daily schedule was too heavy.  
Significant personal pressure to succeed paired with an aggressive and rigorous course 
load produced an environment conducive to academic dishonesty.  While this study had a 
small sample size, Galloway (2012) replicated the results in the next study.  
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Galloway (2012) continued the examination of cheating in competitive 
environments through a mixed method study.  In an effort to gain a better understanding 
of how social class plays a role in cheating, Galloway (2012) explored high school 
cheating in communities of advantage.  The study also looked to measure the frequency 
students reported cheating in advantaged communities; and how teachers, students, 
parents, and school leaders described the factors that compelled students to cheat.   
 This study was part of a large scale, university based research and intervention 
project.  In this project, middle schools and high schools collaborated with researchers to 
study the problem of excessive achievement pressure and helped to create an 
environment that supported academic integrity, engagement, and mental and physical 
health.  Schools sent nine member teams to participate in two conferences over the course 
of a school year.  To gather baseline data, schools had the opportunity to participate in a 
survey to gather students’ reports of cheating behavior, engagement, and physical and 
mental health.   Students also reported their perceptions of school climate and parent 
goals and expectations. 
 In this study, Galloway (2012) collected survey data from 4,316 students from 10 
high schools.  Each school served a privileged environment where 93% of households 
had one or more parents with professional jobs.  Median household income was between 
$90,000 and $120,000.  Schools represented in this study provided rigorous curriculum 
including various honors and AP courses.  Galloway (2012) collected qualitative data 
through interviews from five students and five school administrators during the first year 
of the project with the addition of 10 high school students during the second year. 
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 The survey used McCabe’s Academic Integrity Scale to measure students’ self-
reported cheating.  The measure asked students to report how often they had engaged in a 
variety of cheating behavior over their time in their high school career.  Open questions 
inquired about causes of the most stress and why, ways to reduce stress in school, and 
what characteristics made classes interesting.  In the present study, the researcher focuses 
on school culture and academic integrity. 
 Over 93% of students reported cheating at least once in their high school career.  
The most common form of cheating reported was working with others when students 
were to complete work individually and receiving test questions prior to examination.  
The mean score for frequency of student cheating was 4.68 (SD=3.16).  Responses 
ranged from 0, 6.8% had never cheated, to 13, 1.8% reported cheating in each of the 
listed ways.  Smaller schools reported less cheating (M=3.72, SD=2.89) than larger 
schools (M=4.94, SD 3.18) (Galloway, 2012).   
 Qualitative findings sought to clarify pervasiveness and variety of cheating 
behaviors.  Students viewed cheating as rampant and normalized.  Homework copying 
was the most common form of cheating.  The interview participants found cheating 
policies lacked clarity and little consequence for those found guilty.  One administrator 
even openly accepted cheating as “a fact of life” (Galloway, 2012).   
 Galloway (2012) stated that the overwhelming reason why students cheated was 
that the schools and communities valued academic achievement and credentialing over 
learning and development.  Many participants reported that students’ grades and results 
were valued over hard work.  Students also reported parents reinforcing this climate 
through the comparison of their children’s scores.  Students reported that parents would 
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spend thousands of dollars on SAT classes to improve their score and to increase the 
likelihood of getting into a selective college.  One student expressed that those who work 
the system are most respected by peers (Galloway, 2012).  A culture that values 
achievement over all else places significant pressure on students.  Participants expressed 
that cheating was just a way to keep up, that there was no alternative to achieve success. 
 Students in these competitive environments are focused on getting the highest 
grades and getting into the most elite colleges.  Students in these environments are 
looking to maintain their elite status and meet the values of the community, which place 
the greatest emphasis on results. 
In this study, Taylor et al. (2002), examined how multiple pressures to achieve, 
from parents, peers, and teachers, contributed to an increased occurrence of deceitful 
means to remain competitive within the school environment.  Taylor et al. (2002) 
interviewed high school students enrolled in AP classes and/or IB programs.  All 
participants were either junior or seniors and considered to be in the top 10% of their 
respective class.  In this study, the researchers reported a purposeful sample of 32 
students from six high schools in the Denver, Colorado area.   Thirty-six students were 
recommended by the six high schools, and of that group 32 agreed to participate in the 
confidential interviews.  Of the 32 participants, 18 were male and 14 were female, 20 of 
whom were seniors and 12 were juniors.  Interviews occurred off campus to ensure 
confidentiality.  The researcher stated they employed grounded theory techniques in their 
categorization of data. 
A majority of students in this study acknowledged cheating among peers was a 
common practice.  Interestingly many respondents discussed other students using 
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cheating however did not speak of themselves as a perpetrator. Students did not perceive 
copying other student’s homework as cheating; rather it would help another student to 
understand the assignment.  All students noted the competitive environment.  One 
participant described the feeling of desperation in this highly competitive school 
environment.  Taylor et al. (2002), reported the competitive nature of these academic 
programs appears to be perpetuated by the schools themselves.  
Parents, peers, and teachers were significant contributors in the pressure to meet 
high academic standards.  Parental pressure to achieve academic success may cause their 
children to utilize dishonest means to meet their expectations (Taylor et al., 2002).  In 
addition to direct parental pressure, respondents indicated intense competition among 
siblings to meet parental expectations.  Respondents reported significant pressure to 
succeed from peers. These highly competitive programs foster the belief, among students, 
that their peers are continually judging them.  Students also feared the perception of not 
being as intelligent as their classmates.  Students also reported the demands of large 
amounts of time spent on homework, projects, and studying for exams all contributing to 
increased levels of stress.  Finally, students reported the ultimate goal was acceptance 
into an elite and highly selective college as well as to receive academic scholarships in 
order to afford the high cost of attending a prestigious institution. 
Students found it acceptable to utilize cheating as a way to meet their goal of 
achieving good grades.  The researchers reported that a student's decision to cheat is a 
product of the values or beliefs the student has internalized through the process of 
socialization.  Students were able to justify their actions and they did not view the 
behavior as a serious breach of school norms.  Students in this study did not perceive 
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themselves to be immoral or unethical when utilizing dishonest methods to achieve good 
grades.   
Chapter Summary 
Homework, extracurricular activities, getting good grades, parent and peer 
pressure, and getting into the best college are all stressors weighing heavily on high 
school students.  These stressors are magnified in privileged settings where the parental, 
peer, and teacher pressure to succeed are seen as overwhelming.  Increases in 
maladaptive behaviors, such as academic dishonesty in affluent students are alarming.  
As students try to cope in highly competitive environments, some are resorting to 
maladaptive behaviors, such as cheating, in order to cope.  Additional research on high 
school student pressure and academic integrity behaviors in affluent high school settings 
is necessary to fill the gap in the current literature.  
Chapter 3 outlines the design of the action research study.  The context of the 
research as well as the description of the research participants is presented.  The data 
collection instrument is outlined, as well are the procedures for data collection and 
analysis. 
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Chapter 3: Research Design Methodology 
Introduction 
Crittenden (2009) reported that cheating behaviors are no longer the exception, 
rather they are common practice in society, including in education.  As Callahan (2004) 
observed, the desire to get ahead in a winner-take-all culture is manifesting an increase in 
academically dishonest behaviors.  High school students are reporting increased stress, 
lack of sleep, and lack of self-confidence as they try to navigate a world with high 
expectations and increased pressure to get into the best college.   
Despite efforts by schools to create a safe and supportive environment, stress and 
anxiety among students continue to be a problem (Munsey, 2010).  The increased level of 
stress among students is leading to an environment with increased academic dishonest 
behaviors (Demerath et al., 2010).  Factors contributing to the problem are a culture 
dominated by grades, pressures to get into an elite college, and the pressure to meet the 
expectations of self, peers, and parents (Demerath et al., 2010; Galloway & Conner, 
2015).  Student stress and their academic integrity behaviors have been studied in a 
variety of advantaged communities (Demerath et al., 2010; Galloway, 2012; Geddes, 
2011; Suldo & Shaunessy-Dedrick, 2013; Suldo et al., 2008; Suldo et al., 2009).  There 
are gaps in the literature that address the relationship between social class and academic 
integrity (Galloway, 2012), as well as the relationship between academic integrity and 
perceived student stress. 
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  Significant research has been conducted on the topics of high school student 
stress and academic integrity behaviors among high achieving students in highly 
competitive environments.  However, there is little research that examined the possible 
relationship between these topics.  There are gaps in our understanding of the relationship 
among factors such as grade level, gender, course load, perceived student stress, 
frequency of academic integrity behaviors, and student attitudes about academic integrity 
within affluent communities. 
The methodology for this study is grounded within the principles of action 
research.   Mills and Butroyd (2014) defined action research as a systematic inquiry of 
educators or stakeholders to acquire information about the practices, teaching, and 
learning within a school in order to inform positive change.  “Action researchers are 
committed to taking action and effecting positive educational change in their own 
learning environment based on their reading and their findings” (Mills & Butroyd, 2014, 
p. 7).  The researcher in the present study was the Executive Principal of Fayetteville-
Manlius High School and was interested in collecting data to inform positive changes 
within the high school. 
The present study is situated in an action research paradigm and used descriptive 
and inferential quantitative statistics to address the following research questions (Fowler, 
2009).   
RQ1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?   
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RQ 2:  To what extent is there a relationship between how high school students 
characterize sources of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?  
RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course load, within a 
high school serving an affluent community?    
RQ 4: To what extent does perceived stress, grade level, gender, course load, and 
types of stressors predict the frequency in which high school students use academically 
dishonest behaviors, within a high school serving an affluent community? 
Research Context 
The present study used archival data collected through a Fayetteville-Manlius 
Central School District sponsored survey.  Fayetteville-Manlius high school had been 
engaged in an ongoing study of student stress within the student body.  A core group of 
teachers, counselors, and administrators had been engaged in a review of current 
literature on the topic of stress in adolescents and administered a survey in 2016 to 
explore sources of stress, levels of stress, sleep habits, and homework behaviors.    
Information collected from the 2016 survey and ongoing discussions among the 
faculty of Fayetteville-Manlius High School informed the development of the present 
survey.  The survey was administered, in the spring of 2017, as part of the ongoing study 
of student stress within Fayetteville-Manlius High School.  The Assistant Superintendent 
of Curriculum and Instruction authorized and released the survey to be administered.   
Fayetteville-Manlius Central School District is located in Onondaga County and 
served by the Onondaga-Cortland-Madison (OCM) BOCES in New York State.  There 
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are 23 component school districts served by the OCM BOCES.  These school districts 
vary in size from < 500 students to > 22,000 students. Component districts serve rural, 
urban, and suburban communities, with diverse socioeconomic representation.  School 
districts in this area have a combined wealth ratio (CWR) range from 0.32 in the City of 
Syracuse to 1.088 in the Fayetteville-Manlius Central School District (NYSED, 2017).  
The combined wealth ratio (CWR) measures district wealth, or ability to pay, relative to 
the state average. An average wealth district, according to both the property and income 
variables, will have a CWR of 1.000. Districts wealthier than the state average will have a 
CWR greater than 1.000, and poorer districts will have a CWR less than 1.000. In 
addition to CWR, income per total wealth pupil unit (TWPU) is a measure of district 
wealth.  Districts within the OCM BOCES have an Income/TWPU that range from 
$65,801 in the City of Syracuse to $266,064 in the Fayetteville-Manlius Central School 
District, with mean of $160,325 among all component districts (NYSED, 2017).  .   
Research Participants 
Fayetteville-Manlius High School served approximately 1,444 students in grades 
9-12.  The district administered the survey instrument to all 10th and 11th grade students 
in the high school.  Of the eligible 331 10th grade students, 291 (88%) 10th grade students 
responded to the survey.  Of the eligible 377 11th grade students, 320 (85%) 11th grade 
students responded to the survey.  Of the 611 respondents, 298 students were female, 296 
students were male, and 17 students did not respond or used a word that did not describe 
gender.   
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Instruments Used in Data Collection 
The instrument for data collection is a combination of an adapted form of the 
Academic Integrity Perceptions Survey, designed by Dr. Donald McCabe, retired 
professor in the Rutgers University Business School, and the Perceived Stress Scale, 
designed by Dr. Sheldon Cohen.  McCabe developed the Academic Integrity Perceptions 
Survey for use in his research on honor codes.  There are multiple versions of the survey 
available for use.  At the collegiate level, the survey is available in a web based version 
for students and a separate version for faculty.  At the high school level, there is a paper-
based survey designed for completion in a classroom session.  For this study, the slightly 
modified survey was administered through a Google forms survey.   
 All modifications were informed through collaboration with the dissertation 
committee and quantitative expert, Dr. B. Evan Blaine.  The survey (Appendix A)  
attempted to measure academic integrity through two constructs; (a) how often, if at all, 
students personally engaged in a specific behavior, and (b) to rate the seriousness of that 
specific behavior.  Part (a) used a Likert-scale that included, never, once, sometimes, 
fairly often; while part (b) used a Likert-scale that included, totally unacceptable, 
somewhat unacceptable, somewhat acceptable, totally acceptable. Students were asked to 
answer the questions based on their experiences during the 2016-2017 school year.   
 The academic integrity portion of the survey demonstrated statistical reliability 
through a Cronbach’s alpha.  McCabe reported a Cronbach’s alpha of .88 (N = 14,642) in 
2004 and a Cronbach’s alpha of .94 (N = 13,765) in 2007.  The Cronbach’s alpha is a 
statistical measurement of internal reliability of items in a survey or instrument (Vogt & 
Johnson, 2011).  A reliability coefficient of .7 or higher is considered reliable (Vogt & 
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Johnson, 2011).  The International Center for Academic Integrity (2016) reported high 
levels of validity, however there were no statistical measures reported.   
 Reliability of the present survey instrument was tested using Cronbach’s alpha.  
In the present study, reliability for acceptance and frequency of use of academically 
dishonest behaviors were tested separately.  The Cronbach’s alpha for the acceptability 
measure is .905 (N = 10, 587).  The Cronbach’s alpha for the frequency portion of the 
measure is .889 (N = 10, 586). 
 In addition to the Academic Integrity Perceptions Survey, the Perceived Stress 
Scale (Cohen, 1983) was used.  The Perceived Stress Scale is the most widely used 
psychological instrument for measuring the perception of stress.  The survey includes 10 
questions that ask respondents to classify their feelings over a specific period of time.  
Specifically, respondents are asked to classify how frequently, never, almost never, 
sometimes, fairly often, very often, they feel a certain way.  Each of the questions focused 
on a person’s feeling of stress, anxiety, anger, or control.  The reliability of the PSS has 
been tested numerous times in the literature with Cronbach’s alpha ranging from .74 - .91 
(Lee, 2012).  The Cronbach’s alpha for the present student is .886 (N = 10, 573). Students 
provided demographic information such as gender, grade, and a description of their 
current course load.  
 In an effort to measure sources of students stress, the final stress section asked 
respondents to indicate how much stress an environmental variable causes them. This 
section included 11 environmental factors that may be a stressor for students.  Response 
options were part of a 5-point Likert scale range that include in rank order: (0) no stress, 
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(1) a little stress, (2) some stress, (3) a lot of stress, (4) overwhelming stress.  Cronbach’s 
alpha for this measure is .834 (N = 11, 588). 
In order to operationalize this study, a pilot was conducted of the survey 
instrument.  The pilot, with a small group of high school students and high school 
administrators, allowed for elimination of redundant items, address items that need 
clarification or interpretation, and aided in the analysis of face validity of the instrument.   
In order to protect the anonymity of responses, the district collected responses 
using Google forms and no personally identifiable information was collected.  The 
Google forms ability to collect email addresses was turned off during the administration.  
The Assistant Superintendent of Curriculum and Instruction provided a link for the 
survey to the English department chair to distribute to teachers.  English teachers read a 
script (Appendix B) to students in their classes and provided the Google link.  The survey 
instrument began with a description of the study and an explanation of the voluntary 
nature of the survey.  Students could opt out of the survey at anytime.  
Data Analysis 
Four research questions guided this quantitative study.  Permission to utilize 
archival district data from the Fayetteville-Manlius CSD survey on academic integrity 
and students stress was granted by the Superintendent of Schools. 
RQ1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?   
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 The independent variables for this research question were the three demographic 
variables of grade level, gender, and course load.  The dependent variable for this 
research question was the reported perceived stress level of students.   
Each of the research questions could have been examined using correlation 
statistics; however, a correlation could not tell us how well our model would predict the 
outcome variable.  Running a multiple linear regression using Statistical Package for 
Social Sciences (SPSS), would provide three outputs for analysis.  The first output is a 
summary of the model, which included R and R².  The value R represents the simple 
correlation between the dependent and independent variables.  R² provides us with the 
level of which the independent variable influences the variation of the dependent 
variable.  In other words, a value of R² = .465 would tell us that the independent variable 
accounts for 46% of the variation of the dependent variable.  The second output is an 
analysis of variance (ANOVA).   
An ANOVA is “a test of the statistical significance of the difference among the 
mean scores of two or more groups on one or more variables or factors” (Vogt & 
Johnson, 2011, p. 10).  The ANOVA will provide an F-ratio.  The F-ratio is a comparison 
of the predictability of the model versus the level of inaccuracy of the model.  A large F-
ratio is an indication of a good model.   The null hypothesis for this research question 
was, there is no relationship between high school students’ perceived stress levels and the 
demographic variables of grade level, gender, and course load.  Using SPSS, an ANOVA 
provided the data to accept or reject the null hypothesis.  If we assume there is a 
difference between perceived stress levels reported between each demographic variable, 
an ANOVA would tell us whether the differences were statistically significant.  
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Statistical significance (Vogt & Johnson, 2011) measures whether a variable is 
significantly bigger or smaller than would be expected by chance. 
Part three of the regression analysis output is a coefficients table.  The coefficients 
table provides the slope of the regression line, which tells us how much change in the 
dependent variable is because of one unit of change of the independent variable. 
RQ 2:  To what extent is there a relationship between how high school students’ 
characterize sources of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?  
Similar to RQ 1, a multiple linear regression was an appropriate test to measure 
statistical significance and the strength of the relationship the independent variable had 
on the dependent variable.  The independent variables for this research question are the 
demographic variables of grade level, gender, and course load.  The dependent variables 
for this research question were the potential sources of stress.  The null hypothesis for 
this research question was; there is no relationship between the identified sources of 
student stress and the demographic variables of grade level, gender, and course load.  In 
an effort to strengthen the analysis, a principal component analysis was used to extract 
three principal components from the 11 sources of stress.   The principal component 
analysis was employed to examine the linear relationship among responses to the sources 
of stress section. 
RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course load, within a 
high school serving an affluent community?    
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 As with RQ 1 and RQ 2, a multiple linear regression was an appropriate test to 
measure statistical significance and the strength of the relationship between the 
demographic variables of grade level, gender, and course load and student attitudes about 
academic dishonest behaviors.  The null hypothesis for this research question was; there 
is no relationship between student attitudes about academic integrity behaviors and grade 
level, gender, and course load.  A multiple regression analysis provided the information 
necessary to evaluate the nature of the relationship between these variables. 
RQ 4: To what extent does perceived stress, grade level, gender, course load, and 
types of stressors predict the frequency in which high school students use academically 
dishonest behaviors, within a high school serving an affluent community? 
 The final research question is designed to create a model to predict the frequency 
in which students engage in academically dishonest behaviors.   A hierarchical regression 
analysis reports the statistically significant impact independent variables have on the 
dependent variable while accounting for the other independent variables.   Two models 
were employed to address this research question.  Model 1 included the demographic 
variables of grade level, gender, and course load.  Model 2 added acceptability of 
academic integrity behaviors, the three principal components of sources of stress, and 
perceived stress to the demographic variables included in Model 1. 
Summary 
The purpose of this study was to develop a deeper understanding of the 
relationship between demographic variables such as gender, grade level, and course load 
and the constructs of high school students’ perceived level of stress, sources of stress, and 
attitudes about academic integrity.  In addition, the present study attempted to create a 
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model to explain how the above variables predicted the frequency students use 
academically dishonest behaviors.  This chapter outlines the research methodology used 
to implement this study.   
Quantitative design and data analysis provided the opportunity to develop a clear 
understanding of the relationships between the variables in this research (Creswell, 
2005).  The survey instrument attempted to quantify the variables of student perceived 
stress, sources of stress, frequency of academically dishonest behaviors, and students’ 
attitudes regarding those behaviors.  Chapter 4 provides detailed results specific to each 
research question.  Regression equations and correlation summaries are provided to 
outline the research findings. 
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Chapter 4: Results 
Research Questions 
The objective of this action research study was to develop a deeper understanding 
of the relationship between demographic variables such as gender, grade level, and 
course load and the constructs of high school students’ perceived level of stress, sources 
of stress, and attitudes about academic integrity within Fayetteville-Manlius High School.  
In addition, the present study attempts to create a model to explain how the above 
variables predict the frequency students use academically dishonest behaviors.   The 
following research questions guided this study: 
RQ1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?   
RQ 2:  To what extent is there a relationship between how high school students 
characterize sources of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?  
RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course load, within a 
high school serving an affluent community?    
RQ 4: To what extent does perceived stress, grade level, gender, course load, and 
types of stressors predict the frequency in which high school students use academically 
dishonest behaviors, within a high school serving an affluent community? 
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Data Analysis and Findings 
Study sample and demographics. The following section provides descriptive 
statistics to illustrate the composition of the sample who participated in the district 
sponsored survey.  The district administered the survey instrument to all 10th and 11th 
grade students in the high school.  Of the eligible 331 10th grade students, 291 (88%) 
responded to the survey.  Of the eligible 377 11th grade students, 320 (85%) responded to 
the survey.  Of the 611 respondents, 298 students were female, 296 students were male, 
and 17 students did not respond or used a word that did not describe gender.  Students 
were asked to characterize their present level of course load among three levels, 192 
(31%) students indicated a present course load of honors/AP/college - level classes, 223 
(37%) students indicated a present course load of Regents and honors classes, and 196 
(32%) students indicated a present course load of Regents classes. 
RQ1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?   
Research question 1 examined the data from the Perceived Stress Scale (PSS) 
section of the survey.  The PSS is composed of 10 questions in which respondents are 
asked about feelings and thoughts over a set period of time.  Response options were part 
of a 5-point Likert scale range that include in rank order: (0) never, (1) almost never, (2) 
sometimes, (3) fairly often, (4) very often.  The survey data was collected in nominal 
string data and transcribed into numerical ordinal values in order to calculate mean 
scores.  Questions 4, 5, 7, and 8 were inversely coded as they were designed to be 
 55 
inversely written.   The mean score of perceived stress was 2.16, with a standard 
deviation of .758.   
Using SPSS software, a multiple linear regression was utilized to examine the 
relationship between students perceived level of stress based on student’s gender, grade 
and course load.  As reported in Table 4.1, a significant regression equation was found (F 
(3,589) = 27.482, p < .000), with an R² of .123 and an adjusted R² of .118.  In Table 4.2, 
participants predicted perceived stress level is equal to 2.330 – .501 (Gender) + .197 
(Grade) – .029 (Course load), where gender is coded as 0 = female, 1 = male, grade is 
coded as 0 = 10th grade, 1 = 11th grade, and course load is coded as 0 = Regents classes, 1 
= Regents and honors classes, and 2 = honors/AP/college classes.  Female participants’ 
perceived stress was .501 more than males and students in 11th grade reported perceived 
stress at .197 higher than students in 10th grade.  Gender and grade level were significant 
predictors of perceived stress.  Student course load was found to not be a significant 
predictor of stress. 
Table 4.1 
ANOVA for the Regression Equation, Gender, Grade Level, and Course Load on 
Perceived Stress Level 
Model Sum of Squares df Mean Square F Sig. 
1 
Regression 41.666 3 13.889 27.482 .000 
Residual 297.670 589 .505   
Total 339.337 592    
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Table 4.2 
Coefficients – Perceived Stress Level 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t 
 
B Std. Error Beta Sig. 
1 (Constant) 2.330 .062  37.431 .000 
Gender -.501 .059 -.331 -8.542 .000 
Grade .197 .059 .130 3.341 .001 
Course Load -.029 .037 -.031 -.792 .428 
 
RQ 2:  To what extent is there a relationship between how high school students 
characterize sources of stress and their grade level, gender, and course load, within a high 
school serving an affluent community?  
Research question 2 examines data from the sources of stress section of the 
survey.  The sources of stress section asks respondents to indicate how much stress an 
environmental variable causes them. Table 4.3 provides a summary of the 11 question 
responses related to sources of stress.  Response options were part of a 5-point Likert 
scale range that include in rank order: (0) no stress, (1) a little stress, (2) some stress, (3) 
a lot of stress, (4) overwhelming stress.  Grades and personal expectations were the 
largest reported sources of stress for this sample with mean scores of 2.84 and 2.80 
respectively.  Social media and financial issues were the lowest reported sources of stress 
for this sample with mean scores of .96 and .95 respectively. 
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Table 4.3 
Sources of Stress Descriptive Summary 
How much stress do the following 
cause you? Mean Std. Deviation 
grades 2.84 1.012 
my own expectations 2.80 1.230 
homework 2.51 1.140 
others expectations of me 2.51 1.371 
getting into college 2.49 1.301 
relationships 1.67 1.284 
athletics 1.51 1.378 
extracurricular activities 1.35 1.225 
world events 1.31 1.305 
social media .96 1.203 
financial issues .95 1.229 
 
  A principal component analysis was employed to examine the linear relationship 
among responses to the sources of stress section of the survey instrument.  Using SPSS, 
three components were extracted from the data.  Component 1 is labeled academic stress, 
component 2 is labeled social stress and component 3 is labeled external stress.  The total 
Eigenvalues for source of stress responses ranged from 4.283 to .328.  The corresponding 
Eigenvalues percentage of variance ranged from 39% to 3%.  The three identified 
components each had a total Eigenvalue greater than 1 and a combined percentage of 
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variance of 60%. These data are represented in Table 4.5.  Table 4.4 reports the 
significant correlation among each principal component.   
Table 4.4 
Source of Stress Correlations 
Source of stress Stress academic Stress social Stress external 
Stress academic Pearson Correlation 1 .460** .547** 
Sig. (2-tailed)  .000 .000 
N 601 600 601 
Stress social Pearson Correlation .460** 1 .470** 
Sig. (2-tailed) .000  .000 
N 600 600 600 
Stress external Pearson Correlation .547** .470** 1 
Sig. (2-tailed) .000 .000  
N 601 600 601 
Note. ** Correlation is significant at the 0.01 level (2-tailed). 
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Table 4.5 
Sources of Stress Principal Component Analysis – Total Variance Explained 
 
 Initial Eigenvalues Extraction Sums of Square Loading 
Component Total % of Variance Cumulative % Total % of Variance Cumulative % 
1 4.283 38.935 38.935 4.283 38.935 38.935 
2 1.248 11.345 50.280 1.248 11.345 50.280 
3 1.029 9.354 59.634 1.029 9.354 59.634 
4 .810 7.361 66.995    
5 .706 6.414 73.409    
6 .654 5.949 79.358    
7 .579 5.268 84.626    
8 .516 4.691 89.316    
9 .489 4.449 93.765    
10 .358 3.250 97.016    
11 .328 2.984 100.00    
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Three multiple linear regressions were utilized to examine the relationship 
between each of the three components representative of source of stress based on 
student’s gender, grade, and course load.  In Table 4.6, a significant regression equation 
for principal component academic stress was found (F (3,589) = 26.822, p < .000), with 
an R² of .170 and an adjusted R² of .166.  In Table 4.7, participants academic stress level 
is equal to 2.422 – .610 (Gender) + .199 (Grade) + .188 (Course load), where gender is 
coded as 0 = female, 1 = male, grade is coded as 0 = 10th grade, 1 = 11th grade, and 
course load is coded as 0 = Regents classes, 1 = Regents and honors classes, and 2 = 
honors/AP/college classes.  Female participants’ academic stress was .610 more than 
males and students in 11th grade reported academic stress at .199 higher than students in 
10th grade.  As course load difficulty increased, academic stress increased by .188.  All 
three independent variables were significant predictors of academic stress.   
Table 4.6 
ANOVA for the Regression Equation, Gender, Grade Level, and Course Load on 
Academic Stress 
Model Sum of Squares df Mean Square F Sig. 
1 
Regression 80.467 3 26.822 40.278 .000 
Residual 392.231 589 .666   
Total 472.698 592    
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Table 4.7 
Coefficients – Academic Stress 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t 
 
B Std. Error Beta Sig. 
1 
(Constant) 2.422 .071  33.896 .000 
Gender -.610 .067 -.342 -9.067 .000 
Grade .199 .068 .111 2.942 .003 
Course Load .188 .043 .167 4.394 .000 
 
In Table 4.8, a significant regression equation for principal component social 
stress was found (F (3,588) = 9.928, p < .000), with an R² of .046 and an adjusted R² of 
.042.  In Table 4.9, participants’ social stress level is equal to 1.460 – .424 (Gender) + 
.169 (Grade) - .033 (Course load).  Female participants’ social stress was .424 more than 
males and students in 11th grade reported social stress at .169 higher than students in 10th 
grade.  Gender and grade level were significant predictors of perceived stress.  Student 
course load was found to not be a significant predictor of stress. 
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Table 4.8 
ANOVA for the Regression Equation, Gender, Grade Level, and Course Load on Social 
Stress 
Model Sum of Squares df Mean Square F Sig. 
1 Regression 29.784 3 9.928  9.532 .000 
Residual 612.432 588 1.042   
Total 642.216 591    
 
Table 4.9 
Coefficients – Social Stress 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t Sig. B Std. Error Beta 
1 (Constant) 1.460 .090  16.315 .000 
Gender -.424 .084 -.204 -5.029 .000 
Grade .169 .085 .081 1.994 .047 
Course Load -.033 .054 -.025 -.611 .541 
 
 
In Table 4.10, a significant regression equation for principal component external 
stress was found (F (3,589) = 5.904, p < .000), with an R² of .041 and an adjusted R² of 
.036.  In Table 4.11, participants’ social stress level is equal to 1.256 – .282 (Gender) + 
.064 (Grade) - .102 (Course load).  Female participants’ external stress was .282 more 
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than males and as course load rigor increased, reported external stress increased .102.  
Gender and course load were significant predictors of external stress.  Student grade level 
was found to not be a significant predictor of external stress. 
Table 4.10 
ANOVA for the Regression Equation, Gender, Grade Level, and Course Load on 
External Stress 
Model Sum of Squares df Mean Square F Sig. 
1 Regression 17.713 3 5.904 8.352 .000b 
Residual 416.405 589 .707   
Total 434.118 592    
 
Table 4.11 
Coefficients – External Stress 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t Sig. B Std. Error Beta 
1 (Constant) 1.256 .074  17.052 .000 
Gender -.282 .069 -.165 -4.063 .000 
Grade .064 .070 .037 .914 .361 
Course Load .102 .044 .094 2.313 .021 
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RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course load, within a 
high school serving an affluent community?    
Research question 3 examines data from the attitudes about academic integrity 
section of the survey.  The attitudes about academic integrity section of the survey asked 
respondents to indicate how acceptable ten behaviors were. Table 4.12 provides a 
summary of the 10 question responses related to academic integrity acceptability.  
Response options were part of a 4-point Likert scale range that include in rank order: (0) 
totally unacceptable, (1) somewhat unacceptable, (2) somewhat acceptable, (3) totally 
acceptable.  Allowing another student to copy homework and working with others when 
asked for individual work ranked as most acceptable for this sample with mean scores of 
1.28 and 1.24 respectively.  Using an electronic device and copying from another student 
during an exam ranked least acceptable for this sample with mean scores of .20 for both 
questions. 
A multiple linear regression was utilized to examine the relationship between 
students’ attitudes about academic integrity based on students’ gender, grade and course 
load.  In Table 4.13, a significant regression equation was found (F (3,589) = 3.346, p < 
.000), with an R² of .049 and an adjusted R² of .044.  In Table 4.14, participants predicted 
attitudes about academic integrity is equal to .717 + .154 (Gender) + .063 (Grade) – .122 
(Course load), where gender is coded as 0 = female, 1 = male, grade is coded as 0 = 10th 
grade, 1 = 11th grade, and course load is coded as 0 = Regents classes, 1 = Regents and 
honors classes, and 2 = honors/AP/college classes.  Male participants’ reported .154 
higher level of academic integrity acceptability than females.  As student course load 
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difficulty increased, a student’s acceptability of academic integrity behaviors fell by .122. 
Gender and course load were significant predictors of academic integrity attitudes.  
Student grade level was found to not be a significant predictor of academic integrity 
attitudes. 
Table 4.12 
Acceptability of Academic Integrity Descriptive Summary 
Question Mean Std. Deviation 
Let another student copy homework 1.28 .893 
Worked on an assignment with other students when 
teacher asked for individual work 
1.24 .931 
Copied another student’s homework 1.11 .941 
Turned in work copied from another student .71 .881 
Copied a few lines from a book or magazine without 
citing them 
.64 .856 
Received questions or answers from someone who had 
already taken a test earlier in the day 
.60 .825 
Cut and paste a few lines from a website into an 
assignment without citing them 
.58 .834 
Provided questions or answers to someone who had 
not already taken a test 
.56 .807 
Used an electronic device during an exam .20 .547 
Copied from another student during an exam .20 .575 
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Table 4.13 
ANOVA for the Regression Equation, Gender, Grade Level, and Course Load on 
Acceptability 
Model Sum of Squares df Mean Square F Sig. 
1 Regression 10.038 3 3.346 10.123 .000 
Residual 194.684 589 .331   
Total 204.721 592    
 
Table 4.14 
Coefficients – Acceptability  
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t 
 
B Std. Error Beta Sig. 
1 (Constant) .717 .050  14.238 .000 
Gender .154 .047 .131 3.247 .001 
Grade .063 .048 .054 1.325 .186 
Course Load -.122 .030 -.164 -4.041 .000 
 
RQ 4: To what extent does perceived stress, grade level, gender, course load, and 
types of stressors predict the frequency in which high school students use academically 
dishonest behaviors, within a high school serving an affluent community? 
Research question 4 includes data from the frequency of use of academically 
dishonest behaviors section of the survey.  The frequency of use of academically 
dishonest  behaviors section asks respondents to indicate how often they have engaged in 
10 specific behaviors.  Table 4.15 provides a summary of the 10 question responses 
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related to frequency of use of academically dishonest behaviors.  Response options were 
part of a 4-point Likert scale range that include in rank order: (0) never, (1) once, (2) 
sometimes, (3) fairly often.  Allowing another student to copy homework and working 
with others when asked for individual work ranked as the most frequent behaviors for this 
sample with mean scores of 1.44 and 1.15 respectively.  Using an electronic device and 
copying from another student during an exam ranked as the least frequent used behavior 
for this sample with mean scores of .14 and .24 respectively.  
Table 4.15 
Frequency of Academically Dishonest Behaviors Descriptive Summary 
Question Mean Std. Deviation 
Let another student copy homework 1.44 .961 
Worked on an assignment with other students when 
teacher asked for individual work 
1.15 1.000 
Copied another student’s homework 1.12 1.017 
Turned in work copied from another student .77 .946 
Received questions or answers from someone who had 
already taken a test earlier in the day 
.57 .856 
Provided questions or answers to someone who had not 
already taken a test 
.53 .844 
Cut and paste a few lines from a website into an 
assignment without citing them 
.53 .844 
Copied a few lines from a book or magazine without 
citing them 
.42 .769 
Copied from another student during an exam .24 .618 
Used an electronic device during an exam .14 .512 
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Using SPSS software, a hierarchical linear regression was used to predict the 
frequency students used academically dishonest behaviors.  Model 1 contained the 
demographic variables of gender, grade, and course load.  In Table 4.16 and 4.17, a 
significant regression equation was found for model 1 (F (3,588) = 4.149, p < .000), with 
an R² of .058 and an adjusted R² of .053.  As shown in Table 4.18, among the predictors 
in model 1 only course load was significant (b= -.168, p < .000).   Model 2 added student 
perceived stress, sources of stress, and acceptability as predictors.  A significant 
regression equation was found for model 2 (F (8,583) = 16.323, p< .000), with an R² of 
.606 and an adjusted R² of .600.   As shown in Table 4.18, among the predictors in model 
2 course load (b = -.078, p < .000), acceptability (b = .785, p < .000), and social stress (b 
= .045, p < .014) were significant predictors of frequency of use of academically 
dishonest behaviors.   
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Table 4.16 
Hierarchical Regression Model Summary 
       Change Statistics 
Model R R Square 
Adj. R 
Square 
Std. Error  
Estimate 
R Square 
Change F Change df1 df2 
Sig. F 
Change 
1 .240a .058 .053 .58780 .058 12.008 3 588 .000 
2 .778b .606 .600 .38188 .548 162.019 5 583 .000 
Note. a. Predictors: (Constant), Course Load, Gender, Grade; b. Predictors: (Constant), Course Load, Gender, Grade, external stress, 
acceptability, social stress, stress, academic stress 
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Table 4.17 
ANOVA for Hierarchical Regression on Frequency of Academically Dishonest Behaviors 
Model 
Sum of 
Squares df Mean Square F Sig. 
1 Regression 12.446 3 4.149 12.008 .000b 
Residual 203.158 588 .346   
Total 215.604 591    
2 Regression 130.584 8 16.323 111.930 .000c 
Residual 85.020 583 .146   
Total 215.604 591    
Note. a. Dependent Variable: frequency; b. Predictors: (Constant), Course Load, Gender, 
Grade; c. Predictors: (Constant), Course Load, Gender, Grade, external stress, 
acceptability, social stress, stress, academic stress 
 
Table 4.18 
Coefficients - Hierarchical Regression Frequency of Academically Dishonest Behaviors 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
T 
 
B Std. Error Beta Sig. 
1 (Constant) .798 .052  15.487 .000 
Gender .095 .049 .079 1.966 .050 
Grade .024 .049 .020 .494 .621 
Course Load -.168 .031 -.221 -5.456 .000 
2 (Constant) .104 .066  1.569 .117 
Gender .016 .035 .013 .460 .645 
Grade -.037 .032 -.030 -1.141 .254 
Course Load -.078 .021 -.102 -3.730 .000 
acceptability .758 .028 .738 27.124 .000 
stress .023 .029 .029 .785 .433 
academic stress .009 .028 .013 .329 .742 
social stress .045 .018 .077 2.458 .014 
external stress .010 .023 .014 .432 .666 
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Summary 
 This quantitative study explored the relationship between gender, grade level, and 
course load and high school student perceived stress, sources of stress, and attitudes 
about academic integrity.  The study also created a model to explain how the above 
variables predict the frequency students use academically dishonest behaviors.     
Using archival data, results show that gender had a significant relationship with 
perceived stress, academic stress, social stress, external stress, and acceptability of 
academically dishonest behaviors.  Specifically, females reported higher levels in each of 
the stress measures and found academically dishonest behaviors to be less acceptable 
than males.  Grade level had a significant relationship with perceived stress, academic 
stress, and social stress.  Students in grade 10, as compared to students in grade 11, 
reported lower levels of stress in each measure.   Course load had a significant 
relationship with academic stress, external stress, and acceptability of academically 
dishonest behaviors.  Surprisingly, students in more rigorous courses reported a lower  
level of acceptability of academically dishonest behaviors than students in lower level 
classes.  The hierarchical linear regression, where the dependent variable is frequency of 
use of academically dishonest behaviors, indicates that acceptability, social stress, and 
course load are significant predictors, with acceptability having the largest coefficient.   
 This quantitative analysis of archival survey data yielded a number of significant 
findings.  While many of the findings were expected, it was surprising to see that course 
load had little to no relationship with many of the variables.    Further review of these 
findings and the implications for policy and practice are discussed in Chapter 5. 
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Chapter 5: Discussion 
Introduction 
The objective of this quantitative research was to develop a deeper understanding 
of the relationship between demographic variables such as gender, grade level, and 
course load and the constructs of high school students’ perceived level of stress, sources 
of stress, and attitudes about academic integrity.  In addition, the present study attempted 
to create a model to explain how the above variables predicted the frequency with which 
students used academically dishonest behaviors. 
The literature reviewed in Chapter 2 suggests that increases in student stress and 
academic dishonesty is a growing problem among American high school and college 
students.  No research was found that examined the possible relationship between stress 
and academic integrity.  In an effort to address the gap in the literature this quantitative 
action research study was guided by the following four research questions: 
RQ 1:  To what extent is there a relationship between high school students’ 
perceived level of stress and their grade level, gender, and course load, within a 
high school serving an affluent community?   
RQ 2:  To what extent is there a relationship between how high school students 
characterize sources of stress and their grade level, gender, and course load, 
within a high school serving an affluent community?  
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RQ 3:  To what extent is there a relationship between high school students’ 
attitudes about academic integrity and their grade level, gender, and course 
load, within a high school serving an affluent community?    
RQ 4:  To what extent does perceived stress, grade level, gender, course load, 
and types of stressors predict the frequency in which high school students use 
academically dishonest behaviors, within a high school serving an affluent 
community? 
This chapter examines the above constructs through data collected from students 
who attended Fayetteville-Manlius High School.  This chapter discusses the statistical 
results and implications of the findings, as well as consideration of the study’s limitations 
and recommendations for future research and professional practice. 
Implications of Findings 
Perceived student stress.  The first research question inquires if there is any 
relationship between the demographic variables of grade level, gender, and course load 
and level of perceived student stress.  The hypothesis was that gender and course load 
would have a significant relationship with students' perceived stress levels, as reported by 
Suldo and Shaunessy-Dedrick (2013).  The results of the regression analysis indicated a 
small but significant relationship between the demographic variables and level of 
perceived stress with approximately 12% of the variation explained by the model. 
In examining the coefficients of the regression model, gender is found to be a 
significant predictor of perceived stress level, in that females reported higher levels of 
stress than males, which aligns with, Galloway (2012), O’Conner et al. (2014), and Feld 
and Shusterman (2015), previous research on perceived students stress.  The analysis also 
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demonstrates that grade is a significant predictor of perceived stress.  Respondents who 
report they are in grade 11 report higher levels of perceived stress than those students in 
grade 10.   
These results from the present study are unlike the results in Suldo, Shaunessy, 
and Hardesty (2008), and Suldo and Shaunessy (2013), in that course load was not a 
significant predictor of stress.  The previous studies reported significant relationships 
between course load and perceived stress.  Suldo et al. (2008) and Suldo and Shaunessy 
(2013) reported students’ perceived stress mean scores of International Baccalaureate 
3.42 and general education 3.11; International Baccalaureate 3.04, Advanced Placement 
3.09, and general education 2.75 respectively.  In the present study, perceived stress mean 
scores are 2.17 for students enrolled in AP/college level courses, 2.16 for students 
enrolled primarily in honors classes and Regents classes, and 2.14 for students enrolled 
primarily in Regents classes.   
These current results suggest that a more rigorous course load does not 
necessarily indicate a higher level of perceived stress in the present setting.  Interestingly, 
educators in this setting have discussed instituting restrictions on enrollment in honors, 
Advanced Placement, and college level courses out of concern of the increased stress 
these courses may cause.  These results call into question a policy that limits advanced 
academic course work for the sole purpose of mitigating student stress.  Additional 
inquiry into the effects of a student’s course load should be conducted prior to making 
recommendations for a change in the enrollment policy. 
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Honors, AP, and college level courses are open enrollment in this setting.  
Students engage current teachers in a dialogue about and receive recommendations for 
future year courses each January.  Students meet with their counselor to review teacher 
recommendations prior to submitting course selections for the subsequent school year. 
Students and families have the ability override a teacher’s recommendation for future 
year courses using an “override form.”   Dozens of students, and their families, override 
teacher recommendation each year.  The override process requires a student and a parent 
to acknowledge they understand the student is requesting a course for which they have 
not been recommended and that they may not be able to change back to the 
recommended course.  This course selection process may funnel students into the most 
appropriate level courses, which may explain why course load was not a predictor of 
student perceived stress.  Future research should include a question that asks a student to 
identify if they are enrolled in a course in which they were not recommended.  The data 
would provide information to evaluate the value of the override process and assess stress 
for students enrolled in courses they were not recommended for. 
Sources of stress.  Research question 2 goes a step further in developing an 
understanding of student stress.  Similar to research question 1, regression analysis is 
used to identify the predictors of sources of stress.  A principle component analysis 
identified three components among the identified stressors in the survey instrument: 
academic, social, and external stress.  The results indicate that grade, gender, and course 
load are all significant predictors of academic stress among respondents; however, they 
explain less than 17% of the variance.  These results follow a similar pattern with the 
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results for question 1, in that gender was the most significant predictor of academic 
stress.    
Grades are reported as the largest source of stress when examining the mean score 
of all students, however only students in Regents classes reported it as the highest source 
of stress (M = 2.63, SD 1.094).  Personal expectations is the greatest source of stress for 
students in Regents/honors classes (M = 2.88, SD 1.159) and honors/AP/college classes 
(M = 3.17, SD .993), with grades ranked as second with mean scores of 2.87 and 3.00 
respectively.  These results suggest that students in all course levels experience stress 
associated with academic success.   
Similar to the results from Demerath et al., 2010; Galloway and Conner, 2015, 
personal expectations is a significant source of stress for students.   More data needs to be 
collected that explores the variables that influence students’ personal expectations.  Are 
students with high levels of personal expectations unique to high performing high schools 
and/or affluent communities?  Are students, from lower socioeconomic backgrounds, 
attending these schools exhibiting similar levels of high expectations?  Are high levels of 
personal expectations contributing to increased competition among students?  Having 
high expectations is not something a school should discourage, unless those expectations 
are unreasonable and/or causing excessive stress.  A future study should explore students’ 
personal expectations and the factors that influence those expectations in order 
understand if this is an area where students need support. 
Using SPSS, a multiple linear regression was utilized to gain a more thorough 
understanding of the relationship between sources of stress and level of perceived stress.  
The analysis found a significant regression equation of (F (3,596) = 176.648, p < .000), 
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with an R² of .471 and an adjusted R² of .468.  Table 5.1 represents the coefficients of the 
regression analysis, which indicate academic stress and social stress are significant 
predictors of perceived stress.   
Table 5.1 
Coefficients – Sources of Stress on Perceived Stress 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
t 
 
B Std. Error Beta Sig. 
1 (Constant) .799 .065  12.282 .000 
Academic Stress .503 .031 .594 16.069 .000 
Social Stress .148 .025 .207 5.900 .000 
External Stress -.042 .032 -.048 -1.303 .193 
 
These results indicate that for every 1 unit increase in academic stress, the level of 
perceived stress will increase by .503 units.  These results indicate that academic 
stressors are a large predictor of overall stress of students.  The stressors that make up 
academic stress are grades, homework, getting into college, extracurricular activities, my 
own expectations, and others’ expectations of me. If schools wish to moderate students’ 
stress, they must examine the policies and procedures that may contribute to academic 
stress.  These policies may include the use, frequency, and amount of homework, general 
grading practices, and assessment practices.  Connor, Pope, and Galloway (2010), report 
schools that engaged staff in training on engagement and alternative assessments, reduced 
the weight of examinations, developed test and project calendars, and revised homework 
policies, were helpful in mitigating student academic stress.  Fayetteville-Manlius High 
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School does not have policies that provide guidance for teachers on the use or amount of 
homework given to students.  In addition, students in this setting have anecdotally 
complained about having to many exams on one day.  A logical first step is to engage the 
faculty in professional development on the topic of homework, and to establish a school 
wide assessment calendar in order to minimize the number of assessments a student 
would need to take in a given day.   
 Acceptability of academic dishonesty.  In examining student attitudes regarding 
the use of academically dishonest behaviors, a significant relationship is found between 
the acceptability of academic dishonest behaviors and gender and course load.  Males 
reported a higher level of acceptability than females.  Surprisingly, as students’ course 
load increased in rigor, the acceptability of academic dishonesty decreased, however the 
results illustrated a rather small impact.  Previous research suggested that as students 
experienced increased academic rigor they also reported cheating as a necessity to get by.  
The results of this study do not indicate a similar outcome.   
Students reported copying or allowing others to copy homework, along with 
working on assignments with others as the most acceptable forms of behavior.  It is worth 
noting that allowing someone to copy homework was rated slightly more acceptable than 
copying someone’s homework.  This may indicate that students see a slightly altruistic 
aspect in helping a fellow student, which may mitigate the behavior in their eyes?  
Inversely, the act of providing homework answers to another could be an self-image or 
status boost within the student community?  Additional research should explore if 
students see providing answers versus receiving answer differently in the context of 
academic dishonesty. 
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Frequency of academically dishonest behavior.  The final research question 
examined the variables that influence the frequency students use academically dishonest 
behaviors.  A hierarchical linear regression was utilized to predict the frequency in which 
students used these behaviors.   The regression model explained 60% of the variance in 
frequency of use of academically dishonest behaviors.  All other collected variables were 
utilized as independent variables and only course load, social stress, and attitudes 
regarding the behaviors are significant predictors of frequency of use of academically 
dishonest behaviors.  Identical to the acceptability measure, allowing another to copy 
homework, working on assignments with others, and copying another’s homework are 
the most frequently used behaviors.   
Surprisingly, in this study gender and academic stress are not significant 
predictors for the use of academically dishonest behaviors.  In the research cited in 
Chapter 2, gender and academic pressures were often reported as factors that influenced 
the use of academically dishonest behaviors. In addition, the previous research indicated 
that students engaged academically dishonest behaviors because they were overwhelmed 
by the requirements of rigorous course work. The results of this study report the inverse 
of the previous research in which students in the less rigorous courses engaged in a 
slightly higher frequency of use of the academically dishonest behaviors.   
Limitations 
This research study has three limitations that may influence the quality of the 
results and the ability to generalize those results in other settings. 
Survey instrument.  This study relied on archival data from a school sponsored 
survey.  The survey instrument used adapted measures to collect data about perceived 
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stress level and academic integrity.  The section of the instrument that collected data 
about sources of stress was informed by the educator’s experiences with students; 
however, it has not be used in other settings in order to evaluate its validity.  The 
questions referencing academic integrity were limited in number and omitted possible 
examples of academically dishonest behaviors. 
Data collection.  While the survey instrument was designed to protect student 
anonymity, students may have been reluctant to honestly report behaviors regarding 
academic dishonesty.   Students may have feared disciplinary consequences from 
admitting to use of academically dishonest behaviors.   
Demographics.  This study was conducted in only one suburban high school.  
Limiting the study to one site limits the generalizability of the results and requires 
replication of the study in other schools.  While the response rate was 87%, only students 
in 10th and 11th grade were surveyed.  Including students in all four grades would have 
provided a more complete picture of the school’s student body.  In addition, limited 
demographic data was collected in the instrument.  Questions, such as, socioeconomic 
status and race would have provided a more complete picture of the respondents. 
Recommendations 
Future research.  The use of a mixed methods or a qualitative design may 
provide a more thorough picture of student stress and academic dishonesty in high 
schools.  A qualitative design would allow for a deeper understanding of how an 
individual student experiences and manages the stressors in his/her life, and how school 
and academic pressures contributes to stress.  This design would also allow the 
exploration of how internal and external expectations influence student behaviors and 
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students stress.  It would also provide deeper insight into why students feel certain 
academically dishonest behaviors are more acceptable than others.   
Schools are often unique microcosms of the community they serve; conducting 
this research in a diverse sample of schools may provide insight into the unique 
characteristics of the schools or communities that contribute to academic dishonesty and 
stress.  Specifically the ability to survey students from schools that serve different levels 
of  socioeconomic communities would fill a gap within the research.  
Policy and practice.  Stress related disorders, such as depression and anxiety, are 
on the rise among adolescents (McNamara, 2000).  A correlation exists between the rise 
of stress related disorders in adolescents, and the increase in potentially harmful 
behaviors such as suicide, substance abuse, and eating disorders (McNamara, 2000).  
Students in high achieving high schools are reporting higher levels of stress and these 
related unhealthy behaviors (Fled & Schusterman, 2015).  Schools must dedicate 
themselves to understanding student stress, and how school practices and procedures 
contribute to student stress.  Developing a more thorough understanding of how school 
policies, practices, and procedures impact students stress will allow educators to create an 
environment that minimizes stressors without negatively affecting academic rigor. 
McCabe (1999) examined the impact of honor codes on academically dishonest 
behaviors.  Universities and colleges with honor codes had a lower occurrence of 
academic dishonesty (McCabe, Trevino, & Butterfield, 2002).  McCabe, Trevino, and 
Butterfield (1999) found significant differences between schools with and without honor 
codes: 
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the presence of the honor code and the influence such codes have on the way 
students think about academic honesty and dishonesty. Although honor code 
students feel the same pressures from the larger society as their non-code 
colleagues, they are significantly less likely to use such pressures to rationalize 
or justify their own cheating. Rather, they refer to the honor code as an integral 
part of a culture of integrity that permeates their institution. (p. 230.) 
While the present research study did not study honor codes, it did assess student 
attitudes regarding academically dishonest behaviors and found student attitudes to be the 
largest predictor for students engaging in academically dishonest behaviors.  High 
schools should consider the introduction of honor codes and/or more rigorous education 
regarding academic dishonesty to clearly educate students about what is and what is not 
academically acceptable behavior and to create a culture of integrity to combat 
academically dishonest behaviors.  
Conclusion 
 The goal of this study was to measure the current state of perceived stress, 
frequency of use of academic dishonest behavior, and attitudes about academic dishonest 
behavior among students, enrolled at Fayetteville-Manlius High School, while examining 
the relationship, if any, between the frequency with which students engage in 
academically dishonest behavior, the perceived severity of that behavior, and students’ 
perceived stress.  Chapter 1 explored the growing concerns regarding increases in 
depression, anxiety, and stress among adolescents in the United States.  The chapter 
highlighted student’s struggle with the pressure to perform well in the highly competitive 
environments of affluent high schools where classroom instruction is seen as secondary 
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to achievement and credentialing,  in an effort to remain competitive in their quest to  be 
admitted to an elite college or university.  The chapter nestled this phenomena within the 
theoretical underpinnings of David Callahan’s work where American society, dominated 
by a marketplace mindset, is driven to a winner-take-all culture and intense competition 
to stay on top.   
 Chapter 2 reviewed the relevant literature on academic programming and its 
influence on stress.  Of primary importance within this section was the research that 
highlighted how academically rigorous programs such as Advanced Placement and 
International Baccalaureate, influenced student stress as measured by the Perceived 
Stress Scale.  In addition, research on school practices and policies, specifically the use 
and amount of homework, affected student stress.  Lastly, the chapter explored how the 
pressure to succeed within high schools influenced the use of academically dishonest 
behaviors. 
 Chapter 3 introduced the methodology utilized in the study.  A quantitative action 
research design utilized archival data from a school survey that examined student stress, 
sources of stress and academic integrity attitudes and behaviors.  Regression analysis 
examined the dependent variables of perceived stress, sources of stress, and acceptability 
of academically dishonest behaviors through the independent variables of gender, grade, 
and course load.  A principal component analysis was employed to examine the linear 
relationship among the responses to the sources of stress section.  Three components 
were extracted; academic stress, social stress, and external stress.  A hierarchical multiple 
regression was utilized to predict the frequency students used academically dishonest 
behaviors.  Model 1 includes the demographic variables of gender, grade, and course 
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load.  Model 2 added student perceived stress, sources of stress, and acceptability as 
predictors. 
 Chapter 4 annotated the results of the study, which yielded a number of 
significant predictors.   Gender was a significant predictor of perceived overall stress, all 
three components of sources of stress, and acceptability of academic dishonesty.  Grade 
was a significant predictor of perceived overall stress, academic stress, and social stress.  
Course load was a significant predictor of academic stress, external stress, and 
acceptability of dishonest behaviors.  The hierarchical multiple regression used to predict 
the frequency students used academically dishonest behaviors generated a model that 
explained 60% of the variance, with course load, acceptability of academically dishonest 
behaviors, and social stress as significant predictors. 
 This chapter discussed proposed policy and practical implications while 
discussing the findings of the study in greater detail.  The studies limitations were 
outlined, as were recommendations for future study.   
In conclusion, student stress and academic integrity behaviors will continue to be 
topics of concern for educators.  Both variables have the power to limit students’ 
academic growth and success in the future.  The faculty and staff of Fayetteville-Manlius 
High School must dedicate themselves to study these topics, and create practices and 
procedures to mitigate the negative effects they can have on student development. 
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Appendix A 
Survey on Academic Integrity and Student Stress 
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Appendix B 
Script read by teacher prior to administration of Survey 
 
In an effort to continue to improve the learning environment here at FMHS the 
district is administering a survey to learn more about student stress and academic 
integrity.   This short survey will provide valuable information as we seek to improve our 
school climate.  The survey should take no more than ten minutes.  All responses will be 
kept confidential.  Your answers cannot be linked back to you.  The survey is voluntary, 
however we hope you will take a few minutes to honestly report your experiences here at 
FM.  Thank you very much for your participation! 
 
 
